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Language immersion education is a dream of the 1960s and 70s that has repeatedly found 
a way to reinvent itself and continue to survive. It not only brings language and culture to 
classrooms in all corners and cross-sections of society, but it raises the academic capital of the 
students who are a part of it. Also, as this study aims to promote, it is a part of the fabric of the 
school, school district to which it belongs, and the greater community of citizens that surrounds 
it. Very important to that school and overall community are the teachers who dedicate their 
professional lives to the biliteracy and biculturalism of their students, though it comes with 
additional costs. 
K-12 immersion schools, especially their teachers, are often pulled in many directions. 
Consequently, the quality of curricular instruction can become suspect at times (Tedick & 
Young, 2018). Though the legitimacy of these programs is quite obvious in border and 
multicultural communities where both languages (i.e. Spanish and English) are very prevalent on 
the streets of the community, the programs face wavering support in places with a more 
monolingual culture (i.e. the U.S. Midwest, western Canada) (Rocque, 2014). One-way 
immersion programs are an understudied part of immersion education that has become more 
prevalent, and this researcher argues, needed around the globe. Hence, the main focus of this 
research study is on one-way language immersion programs, its talented reservoir of teachers, 
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CHAPTER 1: INTRODUCTION 
Statement of the Problem 
As a veteran teacher and professional in English as a Second Language (ESL) and 
foreign languages, this researcher and the subsequent study is most concerned about the 
quality of education in a language immersion setting. Due to all of the positive outcomes of 
learning and using multiple languages in one's life – especially from a young age when the 
human mind is elastic enough to do it more effortlessly (DeKeyser, 2000; Lenneberg, 1967), 
linguistics has earned a place on the front row of K-12 education (Fortune et al., 2008). 
However, whenever linguistics is ignored, slighted, or treated as a necessary evil by school 
boards, counselors, and teachers of primary content areas, its extensive benefits get ever 
more lost (Alanís & Rodríguez, 2008). Consequently, for over 50 years, the language 
immersion model has used two languages, the first language (L1) and target language (TL), 
as the primary weapons to 1.) unite diverse student populations through a singular goal, 2.) 
become biliterate, 3.) learn all content and curriculum interchangeably through both 
languages, and 4.) excel above and beyond mean levels on state-mandated standardized tests 
(Collier & Thomas, 2004; Collier & Thomas, 2017; Lindholm, 1990; Lindholm-Leary, 
2012; Lindholm-Leary & Genesee, 2014). 
 However, with these outstanding outcomes come costs. This study investigates the 
loss of immersion teachers and how this causes decay to sprawl throughout the rest of the 
immersion paradigm. The objective is to learn how this occurs and how it can best be 
prevented. Why is the creation, implementation, and continued maintenance of the 
immersion program within a school district such a never-ending process? How do an 
immersion program’s moving parts (i.e., curriculum, parental buy-in and support, 
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continual professional development for teachers and staff) become too much to bear and 
cause negative outcomes in both teacher and student performance? What is the effect of s 
the principal's lack of bilingualism and knowledge of AL? Or is biliteracy and content 
mastery just too lofty of a goal to be applied to any demographic and community? 
Significance of the Study 
This research is important because it investigates the challenges and pitfalls that 
regularly circulate around language immersion education. Why do good teachers leave? Why 
does a school district embark on a DI program in the first place? Does the school district, 
not just certain teachers and administrators, really want to see biliterate achievement by its 
students and the assessment, cerebral, and multicultural benefits this brings? 
 As dual immersion (DI) programs have grown in popularity and, therefore, begun 
to diversify their focus, the problem has become what to do when there are not enough 
language-minority students to have a two-way DI program (MacIntyre, 1994; Whitacre, 
2015). As Valdez et al. (“Gentrification”, 2016) write, a DI program can support the 
economic elite and consequently create more educational inequality as an outcome. Also, 
there is an imbalance that can occur where racial minorities no longer feel welcome (Egan, 
2007). In a business sense, a school district and state department of education can market 
DI education in a way that attracts some while alienating others (Valdez et al., “Marketing”, 
2016). The DI model is applicable to urban, rural, multiethnic, homogenous, polyglot, and 
monolingual demographics, but the teachers, principals, and curriculum need to be 
extremely prepared for what that will look like on a day-to-day basis in the classrooms 
(Howard & Christian, 2002; Thomas & Collier, 2002). It is disingenuous for a district to be 
content with full classrooms when the bilingual immersion model, and all of its 
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multilayered educational and cultural strengths, is not being held to the highest standard 
(Lindholm-Leary, 2001). Consequently, teachers are the ones who bear the burden. 
Hypothesis 
The research demonstrates that immersion teachers will be more successfully retained 
through strong district and school administrative leadership, ample curriculum and materials 
development in both the L1 and the TL, regularly planned assessment in both languages and 
their respective content areas, and a sense of shared ownership between the school, student 
families, and the surrounding community. 
Research Questions 
Primary Research Question 
x How can immersion teachers, including foreign-born ones, be more successfully 
retained, especially in a language immersion program where there are not many speakers of 
the target language (TL) amongst their students or in the surrounding community? 
Sub-questions 
x Why do teachers stay in a school/district and, overall, in the teaching profession? 
x How is this different for effective teachers as opposed to ineffective ones? 
x Why does a school district embark on a dual language immersion (DI) program? 
x What effect does the support of the school and district administration have on immersion 
teachers? 
Overview of Theory 
As a general idea for Education, Skinner's theory of Behaviorism is primarily based 
on the idea that students learn – and teachers teach – by rote repetition (Skinner, 1963). 
Both students and their teachers are creatures of habit who need to attach specific behavior 
to their educational environment. Tied to that is the fact that the very act of being in a 
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group classroom with other students is a sociocultural act (Hymes, 1964). Then, within the 
realm of second language acquisition (SLA), Communicative Language Teaching (CLT) 
asserts that language learners must use the language not only as communication, but as a 
way to learn necessary school content (Celce-Murcia, 2001). The research methodology 
will utilize the idea that, due to the above factors as a necessary part of the language 
immersion classroom, some teachers leave education due to an overwhelming degree of 
stress as opposed to the benefits they receive from education (Darling-Hammond & Sykes, 
2003; Rosenholtz, 1989; Skaalvik & Skaalvik, 2017). As the downsides of job stress, low 
appreciation, and humble pay mount, the motivating factors and altruistic reasons that 
initially attracted teachers to the field wane and are not enough to keep some, while others 
persevere until retirement. 
Preview of Methods 
This research study utilizes mixed methods research (MMR), the collection and 
rigorous methods of both qualitative and quantitative data in response to the research 
questions (Tashakkori & Teddlie, 2003). It allows the researcher to compare different 
perspectives and develop a more complete understanding of changes needed for a specific 
group through the mix of qualitative and quantitative data (Creswell & Creswell, 2018). 
Though there are several types of MMR, this study used an exploratory sequential mixed 
methods design. Consisting of three phases, it begins with a qualitative feature, semi-
structured interviews in this case, then analyzes that data and from it creates a quantitative 
instrument and tests it in the third phase. Validity must be checked in both the qualitative and 
quantitative phases. Finally, the data was triangulated by comparing it against state, school 
district, and teacher data. 
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The primary importance of having the qualitative component precede the 
quantitative element is that it more effectively explains a new phenomenon (Cabrera, 2011). 
Since research about teacher retention is not typically done on K-12 language immersion 
teachers, the sequential exploratory mixed-methods approach serves as the ideal design for 
this inquiry. The phase one interviews will be with principals of the language immersion 
schools and administrators directly involved with the design of the program and recruitment 
of its teachers. The goal of the interviews is to separate the usual stressors of teaching with 
those unique to the language immersion model in order to design a survey for teachers that 
will explain a.) what is the central ideology of these teachers and b.) what experiences most 
profoundly affect that ideology in a positive and negative sense. 
Research Plan 
The theory is clearly defined in the literature review, as well as the rationale for 
how the researcher hopes to answer the research questions through the research methods 
that were chosen. Overall, this study does not simply aim to add to the overall discussion 
of teacher retention in K-12 schools, but specifically how K-12 language immersion 
programs can handle the myriad stressors for teachers, curriculum issues, and budgetary 
challenges in order to better retain those specific teachers. 
Key Terms 
Absenteeism—the practice of regularly staying away from work without good reason.  
Applied linguistics (AL)—the pedagogy, or teaching techniques, involved in language 
acquisition.  
Attrition—when a teacher leaves the profession altogether. 
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Basic interpersonal communicative skills (BICS)—the needed language in order to express 
one's self and communicate through vocabulary, grammar, and effective pronunciation and is 
typically achieved within two to four years (Cummins, 1979a). 
Burnout—a state of chronic stress that leads to physical and emotional exhaustion, cynicism, 
detachment, and feelings of ineffectiveness and lack of accomplishment (Jackson, 2018; 
Preble & Gordon, 2011). 
Cognitive academic language proficiency (CALP)—the language that is much more 
challenging cognitively and academically and usually takes upwards of five years 
(Cummins, 1979a). 
Dual language immersion (DI)—language learning approach where students become 
literate in two languages while learning content. 
L1/L2—in language learning, this is the learner's first and second languages, respectively. 
One-way dual immersion (OWDI)—where the majority of students come from the L1. 
Retention—the ability to keep teachers at a given school or in that school district. 
Revolving door—when teachers do not stay at a school or in the profession, only to be 
immediately replaced by another (Ingersoll, 2001). 
Second language acquisition (SLA)—the act of learning a second language. 
Self-efficacy—the sense that one's work is meaningful and effective and leads to higher 
rates of motivation, hence directly affecting their classroom interactions, stress, burnout, 
and intent to quit. Negative levels of this make teachers consider their surroundings as 
dangerous (Darling-Hammond & Sykes, 2003). 
Target language (TL)—the new language that a student is trying to learn. 
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Teacher preparation—the courses, projects, practice, and experiences to prepare both 
undergraduate and graduate students to become licensed teachers. 






CHAPTER 2: LITERATURE REVIEW 
General Field: Language Learning and Immersion Education 
Background Theory on Language Learning 
As with any field, learning a second language, SLA has a foundation from which 
everything else extends. Over the past century, SLA has moved through a trajectory of simply 
learning rote grammar to audiolingual (listen and repeat) to content-based instruction (CBI). 
In essence, it has become less technical and more user-friendly so that the new language 
will become a natural part of one's life (Gomez et al., 2005). 
   Language immersion education is predicated on these key principles. In a teacher-
training packet for those working in a bilingual context, Calderon and Cummins (1982) 
highlight the necessity and challenges for students to reach basic interpersonal 
communicative Skills (BICS) and cognitive academic language proficiency (CALP). The 
former is the needed language in order to express one's self and communicate through 
vocabulary, grammar, and effective pronunciation and is typically achieved within two to 
four years. CALP, however, is much more challenging cognitively and academically and 
usually takes upwards of five years. Calderon and Cummins (1982) concisely represented 




Figure 1. BICS vs. CALP iceberg representation (Calderon & Cummins, 1982) 
As people acquire more than one language, the two languages will play off of one 
another, creating a dual iceberg effect (Cummins, 1979b). This interdependence of the two 
languages is a key part of immersion education and will be discussed further in the section 
on language immersion education. 
To further help educators new to bilingual education, Calderon and Cummins (1982) 
also explain the main differences between form and function in relation to language. Form is 
the area that deals specifically with the technical areas of phonology, morphology, and 
vocabulary and will be explained more fully in the section on Linguistics. Function, however, 
relates directly to how the language is being used in order to create meaning and achieve 
something. It could be to assert, question, persuade, or apologize. In a language immersion 
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classroom, function is the elemental part that underlies all lesson plans and curricular goals 
and shows how the raw form of a language translates into linguistic ability and content 
acquisition. 
Also, it is important to respect the differences and nuances between a person's first 
language (L1) and their L2 (Collier & Thomas, 2017). Though the first language is initially 
learned effortlessly outside of a classroom, a person's proficiency and formal education in it 
has direct correlations to their later attainment and use of a L2. 
Along cultural lines, and important to the entire SLA experience and particularly DI, 
is the investment that a second language learner makes in a language. The Acculturation 
Model (Schumann, 1978) investigates the social and psychological factors that cluster into a 
single powerful variable: acculturation. Schumann argues that there are two main types that 
affect successful acquisition of a L2. The first type is the learner is socially involved with 
the TL group enough in order to develop enough contacts and friendships in order to use 
and acquire the TL. The second type is the learner admires and wants to adopt the lifestyle 
and values of the target group. In short, SLA depends heavily upon a language learner's 
use of cultural and linguistic assimilation, preservation, and adaptation. 
On a more psychological level, Peirce (1995) discusses how a language learner views 
his or her own identity, and how the greater society also views it through the lens of their L2 
use. Through the idea of a learner's investment in a language and its accompanying culture, 
the point is made that not all language learners are equal in the way they use language to 
achieve their daily needs. A person's multifaceted background, as well as the current 
environment they are using the language in, combine to influence their proficiency, desire 
to use the language, and other people's desire to communicate effectively with them. 
11 
 
DeKeyser (1994) investigates the world of teaching and learning and how, in the end, 
there are many effective ways to learn a language. In this case, the question is: does a second 
language learner learn best through direct, explicit grammar teaching (specifically stating 
the rules), or indirect, implicit teaching (figuring it out via examples and extended use). He 
set up a rigid experiment in order to see at what point the two styles cross, where they do not 
cross, and the effects it has on language learning. Which grammar rules make more sense 
to be taught explicitly (i.e., irregular verb tenses) and which ones are better done implicitly 
through experience (i.e., gender of words)? This type of experiment underlies the world of 
Applied Linguistics (AL) and what a language immersion program is all about. In essence, it 
proves the point that language is not learned in a vacuum, but is a hard-earned blend of 
theory and practice. 
Hand-in-hand with implicit and explicit learning is the idea of the critical period 
hypothesis for learning languages, which states that a human brain's elasticity and 
automaticity for naturally learning all of the complexities of a language implicitly ends by 
puberty as the brain begins a process of lateralization (Lenneberg, 1967). After that time, a 
human must rely on much more direct instruction, repetition, and critical analysis in order to 
progress toward proficiency. For example, DeKeyser (2000) studied 57 Hungarian-
speaking adult immigrants and confirmed that they did not score as quickly and naturally 
on a grammatical judgment test as child immigrants. 
Connected with implied learning, the critical period is an important tenet in language 
immersion education since many programs require (or heavily encourage) students to begin in 
the immersion classroom in their kindergarten year and remain continuously in the program 
(Alanis & Rodriguez, 2008). Otherwise, BICS and CALP are already being developed in only 
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one language and are difficult to re-program in an additional language later on (Thomas & 
Collier, 2002). 
Fundamentals of Linguistics 
Though language immersion education stems directly from AL and how languages 
are taught and learned in everyday life, the core ideas of Linguistics play a key role in how 
an immersion program is developed and carried out. 
B.F. Skinner simplified education, including language learning, to a group of learned 
behaviors referred to as Behaviorism (Razfar & Rumenapp, 2014). These actions are the 
result of regular repetition, imitation, and a system of rewards and punishments that, in the 
end, create learning in the pupil. In other words, if you put in the work for a long enough 
period, the language learning will appear. Most, if not all, modern classrooms are predicated 
on this type of organizational schema.  
However, in relation to language learning, Noam Chomsky took the proverbial book 
of Skinner and threw it out the window. With the learning acquisition device (LAD), he 
claimed that every human is born with psychological machinery that automatically learns 
grammar (Roberts, 1973). In addition, he emphasized that there really is just one Universal 
Grammar (Chomsky, 1986) amongst humans, so it does not matter which language you are 
born into. A human is predisposed to learning it, just as they naturally learn how to walk. 
Syntax refers to the rules that control sentence formation and the overall hierarchical 
ordering of words in a language (Razfar & Rumenapp, 2014). For example, English has a 
very strict subject (S), verb (V), and object (O) order to its sentences that can confuse 
speakers of other languages when they learn it as a L2. Also, punctuation such as the comma, 
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colon, and period are key to English and change a sentence's meaning dramatically if 
deleted or put in an incorrect location. Seen through the lens of language immersion, DI 
teachers must be ready to make connections and positive transfers between the varying 
L1s and L2s of their students so that they can establish clear syntax in both languages. 
Consequently, Semantics stems directly from this. The study of the relationship between 
language and the meaning that it makes (Razfar & Rumenapp, 2014), it is a key nuance to a 
student's progression in a language. The stability and variability of a particular language 
heavily affects the semantics that people draw meaning from, often to very different degrees. 
For example, semantics would dissect the difference in the sentences She made me do it and 
She had me do it. 
The Phonology of a language is how sounds are organized as meaningful units 
(Lord, 2010). These little bundles of information are known as phonemes and sound one 
way and are written in another way. A good way to represent this is through minimal pairs, 
two words that have only one sound that is different. For example, tap and tab only vary in 
the final letter of each word, which consequently makes the words' meanings entirely 
distinct. As a result, this can affect how an instructor approaches a language's Phonetics, 
the study of speech sounds (not to be confused with pronunciation that will be covered in the 
next section of Applied Linguistics). For example, some languages have one sound for each 
letter (i.e., Spanish), but others like English can have several sounds for each letter (i.e., 
vowels), and even more when you combine them together (i.e., th). Much like varying 
syntax between languages, a teacher must clearly understand the phonology-phonetics 
connection in languages and create lesson plans that simplify any confusion. Additionally, 
per literacy, how a language's phonology-cum-phonetics is represented in writing must be 
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clearly accounted for. English is notorious for being highly inconsistent with its spelling of 
identical sounds (i.e., the long A sound in hate vs. weight). 
Applied Linguistics: Teaching Language 
Language immersion education is a popular way of teaching and learning 
languages in a K-12 setting, and its roots are firmly planted in AL (Fortune et al., 2008). At 
its center, AL is teaching language in a way so that it can be used effectively in everyday 
life. Additionally, it is an interdisciplinary field of Linguistics (i.e., second language 
acquisition, bilingualism, language assessment) that deals with real-life language issues. 
The following are key theories and ideas in the field that interact directly with the 
pedagogy of a language immersion program. 
Vygotsky's (1978) Sociocultural Theory (SCT) and Zone of Proximal Development 
(ZPD) are key to any language immersion program because they wholeheartedly promote 
society's need to learn language through the help of others. SCT expounds that people need 
language in order to interact with others, and ZPD declares that it is most effectively and 
efficiently learned through the guidance of an adult or more capable peers (VanPatten & 
Williams, 2007). Vygotsky's views are based in child development, but have direct 
implications on language learning. As viewed through SCT, if there was no one – or no 
cultural need – to communicate, then there would be no language at all. 
A close cousin to Vygotsky's ideas on learning, but completely grounded in language 
learning, is Krashen's (1980) idea of comprehensible input i + 1. In it, he explains that 
comprehensible input (i.e.,, a good lesson plan, strong teaching, clear pronunciation) 
allows a learner to move from i, the current ability level, to +1, the next level. Instead of 
having someone to help us explicitly, Krashen refers to it as receiving the proper 
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information in order to improve ourselves. Hand-in-hand with this is his concept of learners 
improving more quickly if they are relaxed and have increased self-confidence, therefore 
having a low affective filter (VanPatten & Williams, 2007). In an immersion classroom, the 
entire environment is structured so that learners are using the language in a regular, 
comfortable manner via teachers who present the content in a manageable way. 
Gass (1997) emphasizes through the interaction hypothesis that language develops 
naturally through everyday interaction with others. Some of the main examples are positive 
interaction (i.e., a correct utterance), negative interaction (i.e., incorrectly spoken), 
negotiation, and recasts (repeating an utterance in a correct way) that all contribute to the 
input one receives and the interaction they then create with others. Per this hypothesis, the 
more we converse and send and receive forms of communication, the more likely we are to 
discover linguistic features like new vocabulary, grammatical forms, and correct 
pronunciation. 
On the flip side, Swain (1993) created the comprehensive output hypothesis, which 
occurs when a learner notices a gap in his or her L2 and, consequently, tries to modify their 
language to account for it. This change in speech or writing (the two forms of output) thus 
cause the language learner to pick up something new about the language. The three main 
parts are the following: noticing function (realizing there is a speech problem), hypothesis-
testing function (attempting to see if what they said was correct/intelligible or not), and 
metalinguistic function (reflecting on language and thus learning through the output of it). 
One example of the third part would be if a person said, "Today I want to go see the 
water." However, they used the long a sound (/e/) so that it sounded like waiter, the person 
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who serves food in a restaurant. Per the output hypothesis, the astute learner would 
immediately notice the confusion, inquire about it, then think more about it, and try again. 
Consequently, interlanguage (Selinker, 1972) is developed in the second language 
learner (SLL). This is an in-between language that emerges as people are en route to mastery 
of the TL. Often due to the effect from their L1, some features of an interlanguage are 
overgeneralization, learning strategies, language transfer, strategies of communication, and 
fossilization (errors that persist for many years and become a regular part of someone's 
language). Many SLLs overcome many or all parts of their interlanguage(s), but others never 
progress past a certain point (i.e., intermediate level) and continue to speak their own unique 
form of the TL, though it may very well be completely effective.  
Similar but distinct is the concept of translanguaging, an occurrence common among 
multilingual people when they are accessing more than one of their languages at the same 
time. It is not uncommon for a person to use their languages as an integrated 
communication system through a process in which multilinguals navigate complex social 
and cognitive demands through strategic employment of multiple languages (Escamilla & 
Coady, 2001). Similar, but technically different, code-switching is when a multilingual may 
utilize a vocabulary word or grammar structure from a different language all of a sudden, 
primarily because it is easier or provides a certain cultural context. 
Language immersion classrooms are based largely upon learning, using, and refining 
languages by learning content and fulfilling all classroom functions in the TL (Gomez et al., 
2005). Content-based instruction (CBI) is an approach to language teaching that focuses not 
solely on the language itself, but rather on what is being taught through the language; that 
is, the language becomes the medium through which something new is learned (Snow & 
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Brinton, 2017). In the CBI approach, the student learns the TL by using it to learn some 
other new content. For example, learning math in Chinese or cooking a recipe in Spanish. 
The language being learned and used is taught within the context of the content. The theory 
behind CBI is that when students are engaged with more content, it will promote intrinsic 
motivation. Per Cummins' CALP, students will be able to use more advanced thinking 
skills when learning new information and will focus less on the structure of the language. 
This approach is very student-centered as it depends entirely on the students’ ability to use 
the language. 
From a grammatical angle, Celce-Murcia and Larsen-Freeman (1999) point out that 
English grammar is not only a set of structural patterns, but also an important resource for 
making meaning and adapting language appropriately to the communicative context at 
hand. Seen through the lens of SLA, learners must be malleable in order to change and 
adapt from their L1. 
In Techniques and Principles in Language Teaching (Larsen-Freeman, 2000), various 
teaching-learning styles in SLA are detailed. Some of the most popular are communicative 
language teaching, the direct method, the silent way, grammar-translation method, and audio-
lingual method, all of which combine to make up the diverse atmosphere of a language 
immersion classroom. Aligned with this, Celce-Murcia, Brinton, and Goodwin (2010) shine 
a light on how segmentals (specific sounds) and suprasegmentals (the way the sounds are 
produced and used) intertwine in pronunciation. This teacher's guide helps the instructor 
with best practices in order to understand and use features such as stress and intonation in a 
more productive way. Also, it isolates different types of sounds into particular groups, as well 
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as investigates different phenomena that occur such as linking, palletization, deletion, and 
prominence. 
On a daily basis, these core concepts in AL are ever present in a DI classroom and 
must be considered when designing a program (Howard & Christian, 2002). Opportunities 
to practice and promote these techniques are what create biliteracy in DI programs. Though 
on the surface they may appear to be abstract, they are very bottom-up ideas and organic to 
the overall concept of learning languages. As Lindholm-Leary (2001) write, if they are not 
followed by the teachers and administration in a DI program, then the program’s 
achievement of its goals will be stunted. 
Language Immersion Education 
Lindholm (1990) states that successful DI programs must have the following 
characteristics: 
1. Programs should provide a minimum of four to six years of bilingual instruction to 
participating students. 
2. The focus of instruction should be the same core academic curriculum that students in 
other programs experience. 
3. Optimal language input (input that is comprehensible, interesting, and of sufficient 
quantity) as well as opportunities for output should be provided to students, including quality 
language arts instruction in both languages. 
4. The TL should be used for instruction a minimum of 50% of the time (to a maximum of 




5. The program should provide an additive bilingual environment where all students have the 
opportunity to learn a second language while continuing to develop their native language 
proficiency. 
6. Classrooms should include a balance of students from the target language and English 
backgrounds who participate in instructional activities together. 
7. Positive interactions among students should be facilitated by the use of strategies such as 
cooperative learning. 
8. Characteristics of effective school should be incorporated into programs, such as qualified 
personnel and home-school collaboration. 
As a closer look at DI education is taken in the following sections, the readers should 
recall that number six above is a key problem for programs in areas with very little or no TL 
representation. 
Key Tenets. 
Often established in multi-ethnic school districts with an array of socio-economic 
families (Amendariz & Amendariz, 2002), DI students use only one language for part of the 
school day, then use the second language for another part of the day. 
The two leading models are 90/10 and 50/50. In the former, the target language 
(TL), such as Spanish, or French in Canada, is solely used for 90 percent of the school day 
in kindergarten, then typically decreased by 10 percent every subsequent year until 
reaching 50/50 with the L1 – typically English in the U.S – by the fourth or fifth grade. 
The biggest caveats of DI programs are that they consistently boost overall academic 
performance, create competence in both L1 and L2 for all students, drastically improve 
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English-language test scores for underserved populations, and create an multicultural 
environment of inclusiveness for all students (Quintanar-Sarellana, 2004). 
Now in its sixth decade, DI continues to challenge its own design and push the 
boundaries of what it has traditionally been. Languages, program designs, locations, students, 
teachers, and assistants all continue to ebb and flow as our global community does the same. 
In the U.S., DI has usually focused on English and Spanish, though this has expanded in the 
past decade to Chinese, Arabic, Russian, and others (Christian, 2016). This causes a natural 
stress on the limited resources of certified teachers, curriculum, and overall program 
sustainability (Palmer, 2010; Knight et al., 2016; Emery, 2016). 
Types of dual immersion programs: Additive vs. subtractive. 
Additive programs are those that aim to build languages throughout a student’s 
schooling while also achieving high academic outcomes (Collier & Thomas, 2017). Most 
popular in the U.S. and Canada are two-way DI, which is the more effective model when 
about half of the students share the same native language (Babino, 2017). Hence, the 
classroom would have about 50% of students who are bilingual in the two languages, 
25% speak only the majority language, and 25% only speak the minority language. Also, 
heritage immersion is a possibility in large urban areas for students to learn the language of 
their shared background, like Japanese, Armenian, or German (Christian, 1994). The goal 
with two-way DI is that students will be fully fluent and literate in both languages. 
One-way DI (OWDI), also labeled full or foreign language immersion, is another 
additive model typically implemented when all of the students share the same first or native-
like language (Christian, 1994). Typically this is done when the students in the U.S. are from 
the same majority language (i.e., English) or, in a foreign country, use their L1 (i.e., Spanish, 
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Armenian, Arabic, Chinese) and are trying to also become fully literate in another language 
(i.e., English, French). These programs also aim for biliteracy, but lack the linguistic diversity 
of a two -way DI classroom and community. For the sake of this literature review and its 
corresponding research study, this OWDI model is the one that appears to have the biggest 
gap in the literature, although it is a very worthy immersion model in geographic locations 
without a large percentage of speakers in the minority language. The same positive academic 
and cultural outcomes also apply to OWDI as to two -way programs (Collier & Thomas, 
2017). 
However, there are numerous forms of subtractive bilingual education (Emery, 
2016). In areas with a vast majority of students from the same native language that is not the 
majority language, some version of early-exit or transitional bilingual education is used so 
that a student’s first language (L1) is utilized in order to help them make the transition to the 
“socially and politically dominant language” (McGroarty, 2001, p. 349) for the rest of their 
secondary schooling. Latino students in the United States, often from border states like 
Texas, New Mexico, and California, are a popular example of this type of bilingual model 
(Baldwin, 2018). Since many arrive in kindergarten with very low levels of English, students 
in these situations use their native Spanish as a way of building up their academic competence 
so that the majority language, English, can fully replace it by the late elementary years 
(Lindholm-Leary & Genesee, 2014). The L1 is undervalued after the initial years of 
schooling, hence labeling this type of bilingual program as subtractive (Genesee, 1985). 
The following table (Emery, 2016) illustrates an array of programs that fall under 






Figure 2. Bilingual Education Options (Emery, 2016) 
Implementation. 
The literature reveals that how a DI program is established and regularly maintained 
plays a very large role in its continued success, stagnation, and/or failure. In general, DI 





Curriculum is heavily influenced by the student populations to be served, individual 
student characteristics, and district resources (McKeon, 1987). Though both the 90/10 and 
50/50 models have been proven to be effective, the 90/10 model provides greater exposure to 
the L2 for language-majority students and greater L1 support for language-minority students, 
which ultimately produces stronger state-mandated test scores across the board (Collier & 
Thomas, 2017). Additionally, the 90/10 model also gives more time for both languages to be 
fully developed academically and socially. Along the lines of building resources, if a district 
has plenty of room in its schools, then a program can have space to create its physical 
presence, at the very least. However, if every building is at or above capacity and even the 
nurse’s office has become a classroom, then that will negatively affect how dynamic a DI 
curriculum can be (Howard & Christian, 2002). 
OWDI programs, due to their lack of experienced students in the TL, must especially 
be careful to construct a multifaceted curriculum (Egan, 2007). A key element to OWDI is 
that all students' knowledge and proficiency in the majority language is strong enough to 
study content and language in the L2 (Lindholm-Leary & Genesee, 2014). However, 
overall, academic curriculum needs to be thoroughly mixed with language arts so that 
students are naturally learning content as they acquire both languages (Lindholm, 1987). 
Additionally, depending on the TL, teachers must be adept at materials creation of their own 
so as to give as much variation as possible. Teachers must reach out to other immersion 
educators and borrow and trade materials. 
Also, it is important that they implement the skills of their students and have them 
create a book of exercises that future classes can use. As Lindholm (1987) suggests, these 
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student-initiated materials not only lower costs, but also often include parental involvement, 
give students an added level of investment in their learning, increase content use, and enhance 
writing skills. Finally, curriculum needs to be as balanced as possible for both languages 
since state standards are often heavily weighted on the side of the assessment language, 
English (Lindholm-Leary, 2012). Though biliteracy is the stated goal, often times there is 
not much done to assess academic and language achievement in the TL. This extends even 
further into students’ oral proficiency, which is the area that often lags furthest behind 
(Fortune & Tedick, 2015). In sum, the data reviewed indicate that DI curriculum is a 
quintessentially important area that needs constant review and adjustment based on the 
student populations, their individual characteristics, languages involved, and district and state 
parameters. 
Teachers. 
Though a program initially appears innovative and debugged on the surface, many 
students and parents have been under-impressed with teachers’ skills as they get to know the 
program better (Cammarata & Tedick, 2012). Cross-cultural pedagogical training has been a 
proven remedy for teachers’ lack of DI experience. Bridges (2005) writes about Chinese 
teachers studying English in Australia before returning to teach the English portion (i.e.,, 
minority language) of bilingual immersion in China and Schmidt-Rinehardt (1997) 
documents the challenges of Spanish teachers from the U.S. being immersed in a 
pedagogical training course in Mexico that, in both cases, teachers who previously felt 
dominant in their TL teaching abilities realized that they lacked more proficiency and 
command than before their teacher training in the TL culture. 
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Teachers are arguably the most important facet of a DI program (McGroarty, 2001). 
At the very least, they must be proficient in one of the languages (though both is much more 
desirable) and be appropriately certified to teach the grade level or content area for which 
they will be responsible. New immersion teachers start their professional careers with this 
certification and proficiency in the TL, yet lack a strong comprehension of immersion 
education and instructional strategies unique to DI students that provide a strong academic 
and linguistic foundation for immersion students’ diverse needs (Dennis, 2016). 
This understanding of, and receptivity to, the objectives of immersion education, as 
well as receiving specialized training in bilingual immersion education, are elemental so 
that they understand what their learners go through in their second language acquisition 
(Lindholm, 1987). Ideally, all teachers, including those who only teach the majority 
language, are bilingual in both languages but this is rarely the case, especially with 
OWDI. Though often not the reality, the majority-language teacher needs just as much DI 
training (i.e., AL, sheltered instruction observation protocol/SIOP) as the TL teacher. This 
program-wide foundational training in DI objectives inevitably seems to lessen as a 
program is farther geographically from where many TL natives reside (Valdez et al., 
“Gentrification”, 2016). 
Principals. 
Principals, and the entire administrative support staff of a school, play a very large 
role in the success, failure, or mediocrity of a DI program. Rocque (2014) conducted a 
qualitative study with numerous one-way and two-way immersion principals in Utah, 
including 12 one-hour interviews, and found that there were vast differences between the 
principals. For one, it was at times arbitrary why these educators were chosen to be the 
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leaders of such unique linguistic schools. In the one-way schools, the principals often had no 
second-language proficiency at all, and none in the TL of their school’s program. As 
Baldwin (2018) elaborates, this seems especially surprising since a one-way program 
already lacks the intrinsic support of families from the TL, so could benefit from a strong 
push from a principal who is part of the TL. 
To this end, principals reported dissatisfaction and stress among teachers over having 
this DI model taking up substantial room in their school. One teacher reported a sense of 
“haves and have nots between the immersion and non-immersion teachers” (Baldwin, 2018, 
p. 15) in regard to the fact that a principal seemed to favor the immersion program and its 
teachers. Overall, Rocque (2014) does a strong job of illustrating the experiences of some of 
these principals in a state like Utah where only one percent of the population is nonnative 
English-speaking (Valdez et al., “Marketing”, 2016), but much more extensive research needs 
to be done throughout the DI field. The Rocque study was the only comprehensive research 
found that probed deeply into the world of one-way DI schools. 
Students. 
Students can come from many different backgrounds and levels of academic 
maturity (McKeon, 1987). Typically, early entry into a two-way DI program creates more 
positive bilingual and biliteracy outcomes in the students (Alanis & Rodriguez, 2008), as 
does the ability of a program to restrict entry to kindergarten or first grade. This is not 
meant be a negative gatekeeper mechanism; rather, it is meant as a way to strengthen the 
pedagogical integrity. However, school districts with declining student numbers feel 
compelled to allow entry into a DI program at any grade, though this hurts their 
educational outcomes (Palmer, 2010). For example, imagine an English-only fourth grader 
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beginning a Chinese immersion program with a cohort who have been together since Pre-
K and the effect that it has on that student, his or her surrounding students, and the TL 
teacher. As Lindholm-Leary and Genesee (2014) point out, the later a student starts a DI 
program, the less of a chance they have to succeed, become bilingual, and enjoy 
biliteracy. For the minority-language teacher’s part, he or she will regularly have to invest 
copious amounts of extra time supporting this student so that he or she does not fall behind 
in content areas taught in the TL. Likely, some of this content instruction will overlap into 
the majority-language’s instructional time and work load (Snow & Brinton, 2017). 
Challenges for DI in public schools. 
Many DI programs begin as strand programs, meaning that they are a stand-alone 
program in the school and not all students in that school are a part of the language 
immersion process (de Jong, 2002). This can be seen as a natural way of publicizing a new 
educational program in a district, but it can also be a prejudicial way of keeping certain 
demographics in the district while ignoring others. Palmer (2010) discusses an example 
where white students are the majority represented in a strand program while the two races 
that predominantly live in the school’s neighborhood, African Americans and Latinos, are 
heavily underrepresented in the program. Palmer et al. (2016) provide a remedy to this type 
of woes related to interest convergence by recommending that regular professional 
development be done for faculty so that any inequalities can be improved so that a 
program can become strong, and stay that way, without community buy-in corroding right 
in front of them. In the end, every DI program is a beast unto itself, with unique district 
interests and grant- funding mechanisms in place, that hopes student recruitment can be 
increased in order to help struggling school districts fill their classrooms, or to give a 
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different flavor to affluent districts (Knight et al., 2016). No matter the change, DI is a 
resilient model that invites alterations in order to provide stronger academic outcomes via 
linguistic acquisition (Alanis & Rodriguez, 2008). 
Some school districts miss out on the opportunity to develop language immersion 
programs due to xenophobia (Combs et al., 2005) or simply because they do not appreciate 
the overall positive effects of multilingualism in a student’s academic career and 
professional life. Other districts simply are not able to align the proper resources such as 
certificated teachers, professional development, and community support to make it 
attainable (Knight et al., 2016). Still others start strong for a number of years but begin to 
see a drop in community interest, and consequently enrollment, due to pedagogical issues 
between the instruction of content and language (Tedick & Young, 2018). 
Program sustainability. 
Even the best plans need to be continually revisited and managed so that unforeseen 
complications can be resolved before they hurt the foundation of a program. Whitacre (2015) 
recommends complete buy-in from all key players in the district (i.e., superintendent, DI 
coordinator, principals, all school teachers, families, community), as well as reassessing a 
program’s status after the first year. This review process is especially valuable in schools with 
a smaller percentage of TL speakers. A school district, especially one with extremely limited 
financial resources and a tumultuous past of underachievement by students from its largest 
ethnic group, needs to carefully reallocate resources in a way to ensure the strongest 
curriculum and teacher pedagogy possible (Knight et al., 2016). This is posited as the 
foundation from which everything else can grow. This fertile ground is predicated on a 
constant positive attitude towards all facets of bilingual education, yet a surprising number of 
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schools and districts reveal a lack of support and understanding for the underlying purpose of 
a DI program (Lindholm-Leary, 2012; Lindholm-Leary & Genesee, 2014; Valdez et al., 
"Gentrification", 2016; Palmer, 2010). 
In a positive light, as illustrated in a Texas case study by Alanis and Rodriguez 
(2008), a strong affirmation of DI purpose was evident in teachers’ classrooms as well as 
in the collaborative student work in the hallway related to a variety of content areas and 
in both languages. It is proposed that achieving and maintaining these standards daily 
means that teachers and administration must actively work hard to promote and appreciate 
both languages, especially when one language is obviously more popular among 
students and their families. Wei’s (2018) research at a Chinese-English DI program in 
the U.S. Southwest, the first Chinese one in the state, shows just what this attitude of 
additive bilingualism can do for a program’s continued growth and success. The 
implication is that the sociocultural environment has positive and equally supported 
success in both languages, hence the school principal’s hope that students will continue 
equal growth in both languages through eighth grade so that they will all be ready for 
Advanced Placement exams in the TL. 
Nonetheless, this nurturing attitude of DI principles and a firm belief in what it can do 
for a multicultural land of immigrants like the U.S., not to mention in an ever-increasingly 
connected planet, is rooted in teacher training at the undergraduate level (Collier and 
Thomas, 2017). These two pioneers and sage practitioners of DI research urge doctoral 
students with DI experience to move into higher education positions where they can help 
train future teachers and administrators to be qualified bilingual personnel. Consistently 
training teachers from the beginning in quality bilingual education standards (Whitacre, 
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2015), implementing equal pedagogy throughout not only a school but around the DI field, 
and fairly evaluating assessment in non-language domains (i.e., science, math) of language 
minority students are key area in sustaining and continually improving the field of DI 
(Lindholm-Leary & Genesee, 2014). 
Learning outcomes. 
Howard and Christian (2002) list the main takeaways of a DI program, as 
demonstrated in empirical research: 
x Students develop high levels of proficiency in their first language.  
x Majority-language students will establish high levels of speaking, listening, 
reading, and writing ability in their L1, and it will not be compromised by their 
involvement in the bilingual program.  
x Minority-language students will continue to develop speaking, listening, reading, 
and writing in their L1 as their L2 proficiency continues. 
x All students will develop high levels of proficiency in their L2.  
x Academic performance for both groups will be at or above grade level.  
x Academic requirements and curricula will not be diluted for DI students.  
x Due to the fact that DI programs are integrated linguistically, racially, ethnically, 
and socio-economically, students are able to develop positive cross-cultural 
attitudes and behaviors. 
Though DI programs were pioneered in Canada so that language majority students in 
English could learn and become literate in the nation’s other national tongue, French 
(McGroarty, 2001), the two-way DI model is what originally captivated U.S. schools as a way 
to elevate the academic performance of ELLs while creating biliteracy for both them and 
English- native students (Lindholm, 1987). In the process, it is posited that DI became a 
wonderful way to boost enrollment in lower socioeconomic schools and districts while 
proving that over 50 percent of its students would surpass the standardized test achievement 
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of students in monolingual schools, all while learning a second language (Tedick & Wesely, 
2015). 
Consequently, DI has become very desirable in school districts, both affluent and 
lower socioeconomic, where almost all of the students either come from native English-
speaking homes or from other languages that are not the TL of the DI program (Bostwick, 
1999; Jung, 2001). The schools in the latter category are expected to implement OWDI 
programs, but a host of unique complications attach themselves to these programs that two-
way programs do not need to battle (Egan, 2007). For one, families, non-TL teachers, 
school staff, district faculty and staff, and even the surrounding community struggle to 
appreciate and support the program after the initial enchantment fades (Rocque, 2014). Also, 
without a strong TL population, the curriculum and attached achievements in the TL tend to 
lag behind those of a two -way DI with a robust TL population (Fortune & Tedick, 2015). 
Summation 
Gap in the literature. 
The key area that this study is interested in is the acquisition of highly qualified DI 
teachers, something that the literature reviewed reveals is very hard to come by in many 
areas (Rocque, 2014). Similarly, another critical area that emerged from the literature 
reviewed is the need to consider how to get quality, qualified teachers in certain languages 
that are not prolific in and around a school district (Bostwick, 1999). Another need 
revealed by the literature is the retention of the TL teachers who come from another country 
so that there is not a constant turnaround of minority-language teachers (Jung, 2001). A 
three-year work visa with no chance at renewal naturally creates a vicious hiring cycle by 
principals, and can create negative feelings among fellow teachers in the DI program 
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(Louisiana, 1993). The literature reviewed affirms that minority-language teachers are a 
precious commodity and need to not only be recruited, but also retained by a program 
(Rocque, 2014). 
As has been illustrated, there is an enormous amount of information about DI 
education. Pedagogy has been analyzed and dissected from myriad perspectives depending 
on the population. Professional development for language minority and majority teachers 
has been well documented, as well as for the principals of different types of immersion 
schools. The mixture of students, their language backgrounds, and the timetable of their daily 
studies in relation to each language and content area has also been looked at in depth. 
Through the lens of all of the previous and in a general sense, program sustainability has 
been tackled from a variety of angles. 
One-way dual immersion programs: A call to strong teachers to come and stay. 
However, this investigation found a true lack of research about how to set up, sustain 
a program for a prolonged period, and achieve biliteracy when there are few if any students 
from the TL (one exception is Rocque, 2014). Though DI has continued to grow over the 
decades and many different flavors of programs have been established, including one-way 
DI, there has not been much literature about the unique challenges involved with teacher 
recruitment and retention in one- way DI programs. 
More research needs to be conducted on programs of this type that exist in areas 
with a very small number of minority-language students (i.e., the U.S. Midwest). For 
example, pedagogy, student motivation, family support, teacher enthusiasm, and program 
administration are all areas that can suffer in a program like this. When few if any students 
are proficient or even mildly knowledgeable of the TL at the beginning of the program, 
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the entire context of the teaching-learning paradigm is altered. Without at least two groups 
who are motivated to learn the other’s language, teachers have to work that much harder to 
make the languages seem important to the students, their families, and the school as a 
whole. Research into how teachers can account for this is badly needed in the field. 
Also, what exactly motivates parents to enroll their five-year-olds, or move their ten-
year-olds, into such a program? If it is indeed in an underserved school and district like so 
many are, then is second language acquisition the underlying motivator? Qualitative 
interviews and surveys of families at different points in the immersion experience would 
greatly inform one-way DI programs as to the families that populate their classrooms. It is 
likely that the trickle-down effect that this immediately has on teachers and the entire 
administration is palpable from the first week of school, and must be accounted for. For 
example, research into teacher burnout and what can be done to lessen that in the 
immersion classroom could be one such study. 
Key survey questions of the principal and district administration would inform 
whether bilingual assistants can be hired for every classroom, if a full-time, DI-trained 
coordinator is working in every school, and if there are smaller class-size caps for DI 
classrooms. For example, my own experience and research has shown that the TL teachers 
may have extensive training in language teaching, but may be very new to the field of 
teaching and/or the country. Additionally, their co-teachers in the L1 may have very little if 
any experience in DI and the field of AL, even though they are equally tasked with making 
their students biliterate. In both of these circumstances, a specialized coordinator could 
bridge gaps that both sets of teachers experience on a regular basis. This coordinator, in 
addition to bilingual assistants in the classrooms, could prove to give the needed support 
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that would prevent so much teacher attrition to wealthier, more polished, high-performing 
districts. 
Conclusion of general field. 
With DI education, the set of goals is always outside of the mainstream. It is an 
educational approach that mostly thrives on getting more out of less, and that naturally 
includes challenging its own way of doing business. In this literature review, DI has shown 
that it is a complex animal that becomes even more complex as students, their families, 
teachers, surrounding communities, languages, and financial support continually influence 
its integrity. 
The six decades of research on it is rich and varied, but there needs to be a continued 
focus on programs that stand out from the traditional two-way DI that was created to support 
English learners. The DI model has weathered numerous political, social, and financial 
persecutions, yet it continues to thrive in neighbor hoods, countries, and languages across not 
only the U.S. and Canada, but also the globe. In short, there needs to be a radical increase in 
the amount of mixed-methods research done on alternative forms of immersion education 
and how to sustain them. 
Special Field: Teacher Retention and Implications in Language Immersion Education 
Theory on Teacher Retention and Attrition 
The following are the underlying theories that teacher retention is currently, and has 
been, dealing with in the field. These will be discussed here as a way to lay a foundation, 





Strong learning community. 
A strong sense of community and cohesion between families, teachers, and students 
is elemental to the success of schools, and without it teachers feel a low sense of 
satisfaction, which is connected to work investment, performance quality, satisfaction, 
attendance, and the desire to stay in teaching (Rosenholtz, 1989). This school climate plays 
an enormous role in a teacher's motivation and, without it, teachers either leave or search for a 
better option elsewhere, while typically withholding services (i.e., absenteeism, giving 
minimal effort) in the meantime when they do not find viable choices (Jackson, 2018; Preble 
and Gordon, 2011). Teachers are motivated when they directly see the success of their 
efforts (Hackman & Oldman, 1980; Kanter, 1977) and are recognized by colleagues, 
principals, and parents, which leads to the work being meaningful, allowing the teachers to 
have professional growth, and growing a teacher's sense of self efficacy (Rosenholtz, 1989 
Darling-Hammond & Sykes, 2003). However, generational workforce differences, such as 
between millennials and non-millennials, can erode the learning community and create a 
fissure between younger and older colleagues due to the fact that millennials typically want a 
workplace that is positive, rewarding, and informative Roberts (2019). 
Revolving door of teachers. 
Though a low level of turnover is standard and enables any business to eliminate 
low-performing employees and bring in new, innovative staff, schools and school districts 
are directly blamed for the dissatisfaction which leads to a revolving door of teachers, thus 
creating an ineffective, low-performing school (Ingersoll, 2001). 
Through the lens of teacher retention and attrition, teachers can be labeled as either 
stayers, movers, or leavers (Bobbitt et al., 1994). School districts with poor and minority 
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students suffer the most from teacher turnover and attrition due to low pay, inferior working 
conditions, and bureaucratic hiring systems that discourage qualified applicants (Darling-
Hammond & Sykes, 2003). Moving and leaving is closely connected to a flat career ladder, 
inferior salary and bonuses as compared to other fields, plus not enjoying the intrinsic 
merits of the profession, and little control over school and teaching policies (Shen, 1997). 
People who enter the field without training in areas such as instructional methods, child 
development, and learning theory also leave at rates at least double those who have had such 
training (National Commission on Teaching & America’s Future, 2003). Additionally, 
stress from three key sources – students, fellow teachers, and administrators – are regular 
threats to a teacher's self-efficacy, yet appropriate support from colleagues (i.e., peer 
teachers, mentors, school staff) and administrators can either alleviate or worsen this 
feeling that leads to attrition (Sass et al., 2011). 
Solutions. 
Overall, teacher preparation can be done more effectively in order to encourage greater 
teacher retention through offering coursework that encourages long-term career goals, 
mentoring, and creating partnerships with schools where teacher effectiveness is 
cooperatively taught and modeled every day with both fulltime and prospective teachers 
(Strawn et al., 2008). With an eye on human capital, teacher induction must be rigorous in 
order to have a positive impact, merit pay can positively affect retention, and strict evaluation 
systems can effectively force low-performing teachers to leave the field (Steinberg & Quinn, 
2017). Along the lines of better teacher preparation techniques, Easley (2008) emphasizes 
that teachers who went through alternate route certification mid-career bring with them 
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more experience, expertise, and moral leadership which then directly translates into stronger 
efficacy and, ultimately, retention. 
Scope of problem in immersion education. 
Overall, the bilingual education community, district officials, school administrators, 
and classroom teachers all recognize that there is a shortage of bilingual educators (Carver-
Thomas & Darling-Hammond, 2017). Additionally, as Ramirez (2015) illustrates, it is much 
more work to help language learners speak, read, and write in another language than in a 
monolingual classroom, as well as represent multiple cultures in the classroom while the 
students are living in an English-dominant environment (Kleyn & Reyes, 2011). Along the 
lines of curriculum, unlike English-only elementary classrooms where teachers are provided 
with a set of district-adopted curricula, many immersion teachers have to create their own 
materials using the Common Core State Standards Initiative, or at times use mismatched or 
sub-par materials with mistakes (Sun, 2017). Consequently, an immersion teacher will be 
pulled in many directions and have many different jobs (Kleyn & Ryes, 2011). They must 
have very strong communication skills with students' families (Howard & Loeb, 1998), and 
show strong teacher agency to represent themselves and their students with school 
administration and the English-only part of the school (Howard & Loeb, 1998; Speece, 2017; 
Sun, 2017). Ultimately, immersion teachers often feel it is an uphill battle due to the fact that 
children notice that English is valued more outside the immersion classroom, making it harder 
to become truly bilingual (Christian et al., 2000). 
Background on Teacher Retention 
Early in the 21st century, one third of teachers leave within three years (Darling-
Hammond, 2003; Ingersoll, 2001) and 50% leave within five years (Ingersoll, 2003; 
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Gonzalez et al., 2008; Gray & Taie, 2015). Though teacher issues are increasingly national 
in origin and consequences, it is argued that there is not a teacher supply problem, but a 
teacher distribution issue that stems from the fact that most teachers in the United States 
are local to where they grew up and were educated, hence creating a substantial problem for 
low-income areas (Darling-Hammond & Sykes, 2003). Teacher training has often been to 
blame for the root of many teacher retention issues and, as such, analyses of national data 
show that individuals who enter teaching without student teaching leave teaching at rates 
twice as high as those who have done teaching practicums (Henke et al., 2000; NCTAF, 
2003). Furthermore, pre-service teachers believe they will be good teachers without any 
preparation and that their knowledge about teaching will come from school placements or 
when they eventually enter the classroom (Joram & Gabriele, 1998).  
However, there has been progress with teacher preparation due to using the 
experience and knowledge of strong practitioners and to connect theory to practice, both 
through well-designed clinical experiences, often in professional development schools, 
and through the use of case methods, action research, and performance observations 
(Darling-Hammond, 2010). Graduates of these kinds of programs feel better prepared, are 
rated as more effective by their supervisors, contribute more to student learning, and stay in 
the field longer (Boyd et al., 2008; Darling-Hammond, 2006; Darling-Hammond & 
Bransford, 2005). 
Who enters teaching? 
People become teachers for a number of intrinsic and altruistic motivations, though 
extrinsic benefits such as working hours, summer flexibility, and job security do not play 
such a large role (Heinz, 2015; Watt et al., 2012). Furthermore, many become and remain 
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teachers if it represents the most attractive activity to pursue among what is available to 
them, including ease of job attainment and overall compensation, including working 
conditions and personal satisfaction (Guarino et al., 2006). On an altruistic level, a vast 
majority felt it important that one loves the work they do, that it allow time for family, and 
that their job help them contribute to society (Farkas et al., 2000). On the other hand, the 
same authors found that 70% or more of college graduates under age 30 who were not in 
teaching believed that teachers were grossly underpaid, faced safety issues, were the 
scapegoats for problems facing education, and lacked potential for advancement. College-
educated non-teachers stated that they would consider teaching if they could make a 
difference in the lives of at-risk-kids, did not have to return to school, taught students who 
were well behaved and excited to learn, and if it paid more (Farkas et al., 2000; Glazer, 
2018; Gray & Taie, 2015; Ingersoll, 2003). 
Parallel to this former group, there is an entire group of people who have been 
through teacher education classes, but decide to never pursue it as a full-time job 
(Kelchtermans, 2017). Though they may not officially fall under the category of attrition, 
these teachers became disillusioned with the whole field before they even got into a 
classroom of their own. 
Of those who do follow through with their education and enter a classroom as a 
teacher, women are more likely than men to enter teaching, though this continues to decline 
(Hughes, 2012). For example, 50% of female college graduates entered teaching in 1960 as 
opposed to only 10% in 1990. Additionally, the number of minority teachers has not kept 
pace with the increasing number of minority students in schools (Kohli, 2019), due to the 
impression that the image of a teacher is a White and middle-class female, is low in status 
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and pay, and that many minorities had negative experiences in school (Guarino et al., 
2006). Guarino et al. also note that those who enter college with lower entrance exam 
scores tend to move into teaching more than those with higher entrance scores. 
New teachers. 
New teachers are often on the bottom rung of the ladder, consequently being given 
the students needing the most assistance, not having their own classrooms, and being 
closely watched and tracked by administration (Bieler et al., 2017). A Texas study 
showed that between 1987 and 1996, 16% of first-year teachers left the field within one 
year and 26% left within two years (Kirby et al., 1999). 
However, whether a new teacher comes from a traditional university teacher 
education program or alternate route certification (ARC), also known as lateral entry, can 
have a strong effect on the number of years that the teacher stays in the profession (Zhang & 
Zeller, 2016). Students from the former type of education program look for jobs that remind 
them of the focus of their clinical student-teaching experiences, prioritizing learning and a 
focus on pedagogy, while ARC students may not have "the experience to expect good 
mentoring or leadership" (p. 87). 
Consequently, principals play a substantial role in nurturing, preparing, and retaining 
new teachers, primarily through an awareness of issues affecting new teachers, a proactive 
approach in supporting them, and having a commitment to professional growth and 
excellence for themselves, their students, and their entire teacher staff (Brown & Wynn, 
2009). Instead of treating them like outcasts, mentoring and assisting beginning teachers 
shows positive effects in three distinct ways: teacher commitment and retention, instructional 
practices, and student achievement (Ingersoll & Strong, 2011). Also, connecting teachers to 
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their schools and communities through job embeddedness is a strong way to stem the high 
turnover rate of new teachers (Watson & Olson-Buchanan, 2016). 
On an emotional level, Bastian et al. (2017) suggests that hiring decisions of 
beginning teachers, and hence their future effectiveness and retention, could be improved 
if five major personality traits were taken into account: extraversion (outgoing and 
energetic vs. solitary and reserved), agreeableness (friendly and compassionate vs. 
analytical and detached), conscientiousness (hardworking and organized vs. careless and 
unreliable), neuroticism (calm and secure vs. sensitive and nervous), and openness to 
experience (curious and imaginative vs. conventional and cautious). Above and beyond 
these, a general feeling of happiness is key to keeping new teachers in the workplace, most 
effectively carried out through early advising/orientation, mindfulness (calming the mind 
in order to better handle the natural conflicts of the profession), and emotional intelligence 
(awareness of one's own actions strengthens one's perseverance) (De Stercke et al., 2015). 
Taking into account the inexperience of the U.S. teacher workforce, general self-efficacy is 
strongly associated with teacher value and higher evaluation ratings (Bastian et al., 2017). 
Why do teachers stay? 
Retention of high-quality teachers is paramount in student outcomes, and the 
retention is often due to intrinsic reasons (love of children, content area), altruistic reasons 
(desire for students' academic and personal progress), professional mastery, and a few 
extrinsic reasons such as job security, working conditions, and salary (Chiong et al., 2017). 
Regarding monetary incentives, Springer et al. (2016) argue that stronger salary and 
bonuses will keep effective teachers in underperforming, disadvantaged schools, hence 
directly affecting a student's future career earnings. For example, a student who has access 
42 
 
to a teacher one standard deviation above average effectiveness will earn half a million 
dollars more than with a teacher with less credentials and effectiveness (Hanushek, 2011). 
Overall, low job satisfaction and mental exhaustion of teachers affects the quality of the 
education being delivered to students (Skaalvik & Skaalvik, 2017). 
Additionally, the number of years teaching has a huge effect on who remains in the 
teaching field (Guarino et al., 2016). Men are more likely to stay in teaching than women, as 
are minorities, especially Hispanics (Ingersoll, 2001). Lankford, Loeb, and Wyckoff (2002) 
found that lower-performing teachers with lower college entrance scores and needing more 
than one attempt to pass their teacher certification exam were more likely to stay, while 
high-performing, highly- skilled teachers were likely to transfer to higher-performing schools 
or leave the profession altogether for other opportunities. On a school and district level, the 
size, location, wealth, student composition, school grade level, and school type played a 
significant role in how many teachers not only stayed at the school, but stayed in the field in 
general (Guarino et al., 2016). Unfortunately, Ingersoll and Strong (2011) report that even 
large, urban, low-income schools that had increased student achievement could not improve 
the retention of its teachers. 
Attrition is more popular than retention. 
Recruiting, hiring, and training new teachers comes with an enormous cost: over 
two billion dollars annually in the U.S. alone (Borman & Dowling, 2006). Many beginning 
teachers question if they have the resiliency and skill to be an effective teacher during the 
survival period of the first couple of years (Huberman, 1989), hence that is when the biggest 
departure happens. School policies wear down all teachers, from ineffective to the very 
best, and cause them to seek less stress in other professions (Kelchtermans, 2017). On a 
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social end, relationships, recognition, and a sense of belonging are central to a teacher's 
happiness (Smith & Ulvik, 2017). 
Yet there is a regular stream of experienced veteran teachers who have made it over 
the hump and have realized that they are effective, successful teachers, and still they leave 
the field (Glazer, 2018). The reasons vary – change in curriculum/ textbooks, loss of a 
supportive principal and administration, increase in class load, accountability via 
standardized tests – but the loss of the feeling of effectiveness and success with the 
students is at the core of virtually all of them. Consequently, as teachers realize that they 
cannot achieve the goals that intrinsically led them to teaching in the first place, their 
resilience wears and they realize that it is time to move on to another profession 
(Achinstein & Ogawa, 2006). 
As an educational theme, teacher retention and attrition reference the idea that 
good teachers leave the field for the wrong reasons (Kelchtermans, 2017). Obviously, the 
student is the first and arguably most important relationship for any teacher, but 
interestingly it is not regularly cited as the main reason for teachers to leave a school, 
district, or the field altogether (Gallant & Riley, 2017; Newberry & Allsop, 2017; Smith 
& Ulvik, 2017). Ingersoll and May (2012) use the example of math and science teachers, 
considered highly skilled amongst educators, tend to leave high-poverty, high-minority 
schools to not-poor schools for reasons of classroom autonomy and salary. 
Looked at more globally, the data indicate that school staffing problems are primarily 
due to excess demand resulting from a revolving door where large numbers of qualified 
teachers depart their jobs for reasons other than retirement (Ingersoll, 2001). Moreover, the 
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data show that the amount of turnover accounted for by retirement is relatively minor 
when compared to that associated with other factors, such as teacher job dissatisfaction and  
teachers pursuing other jobs. 
Popular education initiatives, such as teacher recruitment programs and alternate 
route certification, will not solve the staffing problems of such schools if they do not also 
address the organizational sources of low teacher retention (Bryk et al., 1990; Haj-
Broussard et al., 2016). 
Other efforts. 
If the overall aim is to keep teachers in their schools and districts, and especially 
keep them from leaving the field altogether, an extra set of hands and eyes via older adult 
volunteers has an impact on indirectly retaining teachers (Martinez et al., 2010). They are 
proven to be reliable and have sufficient free time and skills to improve the classroom 
environment (Courson & Heward, 1989), all while improving their own self-worth and well-
being (Frick et al., 2004). The key is that specific groups must create opportunities and 
structure the volunteer work in a way to truly help the teacher, school, students, and the 
volunteer (Martinson & Minkler, 2006). Interviews with six principals, 20 teachers, and 
six retired educators participating in the Experience Corps Baltimore program found that 
older volunteers may help teacher retention by improving classroom environments and 
positively influencing teacher effort and satisfaction, as well as reducing absenteeism 
(Martinez et al., 2010). Overall, the concept of having sufficient volunteers in and around 




Another effective effort that has become much more common in the past 20 years is 
alternative route certification, as opposed to the traditional brick-and-mortar university 
undergraduate teacher certification programs (Easley, 2008). It has become a major way to use 
mid-career professionals who want to enter the Education field, demonstrating three-year 
retention rates from 74% to 92%, far higher than teachers from traditional certification 
programs (Haj-Broussard et al., 2016). Alternative certification's positive retention rates also 
go further than both provisional certification programs (i.e., Teach for America) that aim to 
hand select candidates who will succeed in the field (Mac Iver & Vaughn, 2007). 
Furthermore, Humphrey and Wechsler (2007) showed that five out of seven alternative 
certification programs around the U.S. showed positive results and that over 50% of those 
teachers said they planned to continue to teach for at least ten years. 
However, all such programs have positive results. These alternative and provisional 
certification programs are not immune to problems and, some argue, do not really have 
much effect on teacher attrition (Ingersoll et al., 2012). Studies of attrition in programs 
aimed at recruiting highly selective teachers (i.e., Teach for America, New Teacher Project 
Teaching Fellows), as well as regional and state-based programs, city-based programs, and 
university-based programs, provide evidence that highly selective entrants are less likely to 
persist in a teaching career (Kelly & Northrop, 2015). This would point back to the fact that 
highly qualified teachers are able to secure work in other fields and, consequently, harder 








Many teachers stumbled into the teaching field because it was the best white-collar 
job they could find, though they are sorely underprepared to be highly effective, much less 
provide the collegial support that their fellow teachers rely on (Farkas et al., 2000). 
Colleagues and principals are a double-edged sword: they can be part of the most 
supportive as well as the most destructive working conditions in teachers' professional lives 
(Kelchtermans, 2017). For the entire educational community, the most common negative 
consequences of sub-par teachers and unsupportive leadership are absenteeism and lack of 
motivation (Kelchtermans, 2006). Ineffective teachers bring with them a whole world of 
mediocrity that drives away some of the best and brightest educators to other career fields 
where they feel more supported and cherished than by the lowest common denominator 
working in the next classroom (Yinon & Orland-Barak, 2017).  
In line with the debilitating effects of bad teachers, research suggests that more 
effective principals are better able to retain teachers because they create more positive 
school climates, supply teachers with greater support, provide more beneficial opportunity 
for professional growth, and otherwise positively shape teachers’ working conditions in 
ways that lead to greater job satisfaction and attachment (Johnson, Kraft, & Papay, 2012; 
Kraft, Marinell, & Yee, 2016). Conversely, principals and a school's/district's 
administration can harm teacher retention deeply by creating a negative environment and 
causing a sense of abandonment (Bartanen et al., 2019). From a view of universal 
retention issues and their side effects, the current 18% principal turnover rate is higher than 
teacher turnover, which directly increases the number of teachers who leave a particular 
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school (Bartanen et al., 2019). It is documented that student test scores fall and teacher 
turnover increases in the years following a principal transition, especially if the principal is 
demoted or leaves the district on bad terms (Béteille et al., 2012; Miller, 2013). 
Additionally, highly-rated principals can create selective retention by giving high 
evaluation ratings to the effective teachers and targeting the weaker ones with low ratings 
as a way to keep the best and dispose of the rest (Grissom & Bartanen, 2019). In essence, 
principals may encourage turnover among low performers, either through administrative 
means, such as not renewing a contract, or through less formal means, such as finding ways 
to make the job less palatable (Drake et al., 2016). 
Stress/Trauma. 
Stress and working conditions manifest themselves in the form of burnout and are 
often the root cause of teacher attrition (Kelly & Northrop, 2015). Though a teacher might 
be exceedingly capable in the classroom and in other capacities, when work demands and 
challenges exceed an individual's real or perceived ability to meet those challenges, burnout 
occurs (Caplan et al., 1975; Wright & Cropanzano, 1998). Low salary, unsupportive work 
environments, and poor school leadership are leading factors (Geiger & Pivavarova, 2018). 
Though a teacher may feel satisfactory career satisfaction from the field of education, 
hard-to-staff schools, such as in low-income and minority neighborhoods, often create an 
exorbitant demand on the teacher and cause them to transfer schools and districts or leave 
the field completely (Holmes et al., 2019; Wronowski, 2018). This imbalance between 
personal efficacy and work demands typically happens early in one's career, though 
burnout in more experienced teachers has become more commonplace since test-based 
accountability has become more prevalent (Dworkin, 2009). 
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Other forms of trauma are regular in schools and directly, and quickly, lead to 
attrition (Peterson, 2019). Compassion fatigue, also called secondary traumatic stress, 
results from knowing about a severe, traumatizing event and the stress that comes from 
trying to help that traumatized person (Figley, 1995). Teachers who work in difficult 
working conditions are often subjected to chronic trauma, exposure to repeated traumatic 
events (Holmes et al., 2015). Thus, when a teacher overextends their emotional capacity and 
resources, exhaustion sets in (Bataineh, 2009; Hastings et al., 2004) and can lead to 
depersonalization, when teachers experience feelings of callousness, cynicism, or 
negativity toward their students (Bataineh, 2009; Hastings et al., 2004; Maslach, Jackson, 
& Schwab, 1986). 
Geographic area. 
Where a school is located and under what circumstances it operates has a direct 
bearing on the teachers it can recruit and why they leave for another school or leave the 
teaching profession altogether (Malloy & Allen, 2007; Wronowski, 2018). The No Child 
Left Behind Act mandates that schools staff all classrooms with highly qualified teachers 
creates a major challenge across the board, and even more so in inner-city and poor rural 
areas (Darling-Hammond, 2003). 
Urban schools struggle to retain teachers due to the learning environment, student 
behaviors, school district demands for improvement, and teacher opinions on administrative 
support (Holmes et al., 2019). Allensworth et al. (2009) suggest that poor principal 
effectiveness, weak administrative structures, challenging student behaviors, and low salary 
cause teachers to regularly leave these underperforming schools. As a result, urban, high-
needs schools are much more prone to having inexperienced or uncertified teachers in their 
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classrooms, causing further issues to cascade throughout the school (Wronowski, 2018). 
When existing protocols in challenging schools are weak, staff members become unstable, 
parents become more concerned, and the focus on student achievement decreases and is 
obscured by regular chaotic occurrences (Bolman & Deal, 2008). Consequently, as a result of 
this chaos, McCabe and Frede (2007) note that a rise in aggressive and challenging behaviors 
in the school setting cause teacher burnout at an alarming rate. Therefore, districts allow 
administrators at least three years to show effectiveness in bringing measurable change to a 
school (Clark, Martorell, & Rockoff, 2009), however, full demonstration of school 
improvement does not become established until approximately five years after it begins 
(Holmes et al., 2019). Furthermore, they emphasize that this change is not one-size-fits-all, 
so can only come about through identifying schools’ specific strengths, weaknesses, 
opportunities, and challenges in order to more clearly retain teachers. Wronowski (2018) 
recommends that retention efforts should be specifically aimed at teachers with certain 
personality traits (i.e., personality, motivation for teaching, personal and professional goals 
to stay in teaching), the ability to practice cultural awareness and acceptance, and those who 
build effective relationships with students, not just those who entered teaching with the 
highest undergraduate GPA. Additionally, an air of teacher empowerment, contrary to 
feeling the strain of a demanding administration, is key to retention in this type of tense 
educational environment. 
Teachers of color in urban settings. 
To further the theme of matching the right teacher with the right groups of students, 
many of these urban schools have a large makeup of students of color, though teachers of 
color only make up 18% of all educators (National Center for Education Statistics, 2017). 
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Students of color in public education face constant injustice, and many teachers of color see 
their positionalities intertwined with addressing those issues (Achinstein et al., 2010). By 
overlooking critical frameworks, some feel that the pedagogy, curriculum, and faculty of 
their teacher education programs were neither responsive to their experiences as a teacher 
of color, nor were they being trained to be the teachers that they had originally imagined 
(Kohli, 2019). 
However, teachers of color are noted to have higher expectations in general (Cherng & 
Halpin, 2016), more multicultural awareness (Brown, 2009; Weisman & Hansen, 2008), and 
play a strong role in student of color achievement (Eddy, Easton-Brooks, 2011). Cherng and 
Halpin (2016) found that students of all races expressed preference for teachers of color for 
many of these same reasons. Nonetheless, teachers of color are racially marginalized across 
the board, and these experiences serve as obstacles to their success, growth, and retention 
(Kohli, 2019). Even with increased recruitment efforts, teachers of color are quitting and 
leaving the field at a significant rate (Casey et al., 2015; Ingersoll & May, 2011). Hostile 
racial climates with inequity and racism on both institutional and interpersonal levels 
(Jayakumar, et al., 2009) are a large factor to their attrition both in teacher education and 
throughout the field (Amos, 2016). 
Rural. 
To take a look from a different perspective, rural schools also have their own 
recruitment and retention struggles. In a study of Oklahoma schools, those who often 
cross state lines for higher pay or look for work in other industries, are typically male, 
have higher postsecondary degrees, and have taught longer (Lazarev et al., 2017). 
However, rural schools have certain positives that need to be emphasized in regard to 
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teacher retention: smaller class sizes, personal relationships, and teachers' involvement in 
the decision-making process (Malloy & Allen, 2007). Their study, done during the height 
of high-stakes accountability of No Child Left Behind, focused on the concept of 
resiliency, the ability for both teacher and student to bounce back after encountering 
severe situations. 
Richardson, Neiger, Jensen, and Kumpfer (1990) define the resiliency model as 
whenever somebody, adult or child, confronts adversity, he or she uses certain protective 
factors to help them minimize the situation's risk and find a plausible way to move forward. 
Aligned with nurturing the nurturers concept, teachers in rural areas with socioeconomic 
disadvantages need solid support, professional development, time to do their work properly 
(i.e., planning, grading), and access to sufficient resources in order to want to stay in the 
teaching profession (Ovenden-Hope et al., 2018). In addition to feeling self-efficacy and 
professional value, rural teachers who receive higher compensation and an increased level of 
responsibilities are not only successfully recruited, but also retained longer (Lazarev et al., 
2017). 
Keeping Language Immersion Teachers 
Program stressors. 
A key question that underpins any program and dictates how the program is run is: 
how are immersion teachers marginalized and which languages are valued (Speece, 2017)? 
As Speece discovered in her time teaching in a Spanish immersion elementary school in the 
southeastern U.S., teaching content is really the most important part of the job and Spanish is 
secondary in the eyes of the school. In any immersion program, there are complex issues that 
result from the particular micro-contexts in which any immersion program is established and 
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that heavily impact the perception and functioning of immersion programs, even down to 
the uniqueness of each individual classroom and teacher (Swain & Johnson, 1996; Walker & 
Tedick, 2000). As the students are not yet proficient in the language being used to teach the 
content areas, teachers are tasked with developing bilingual learners, but the larger 
educational system does not seem to support their efforts (Speece, 2017). 
Teacher identity plays an issue, as many immersion teachers are more directly 
trained in language instruction (Speece, 2017), while others see themselves as content 
teachers first (Fortune et al., 2008; Hoare & Kong, 2008; Silver, 2003; Walker & Tedick, 
2000). Effectively teaching the language within the context of state-mandated content 
instruction, and taking extra planning and instructional time to do it, is a sizable extra 
demand on the immersion teacher (Cammarata & Tedick, 2012). Additionally, easy access 
to materials that are appropriate for students' language and grade-level abilities are not as 
readily available as the abundance of immersion programs might suggest (Fortune et al., 
2008). The frustration that stems from this creates an isolation where teachers feel alone and 
at a loss to appropriately balance content and language skills (Cammarata & Tedick, 2012). 
To combat this, immersion teachers need professional development specific to SLA and L2 
acquisition, but they should also be allowed time to meet with grade level colleagues 
(Romero-Johnson, 2011). 
Principals struggle to lead and maintain DI schools, especially in the areas of 
interpersonal communication, academic practices, organization and administration, and 
teaching and learning (Schwabsky, 2013). Major challenges include staffing the program, 
contracting talented teachers who are fluent in the target language, and hiring physical 
education teachers, special education personnel, and librarians who can fulfill the program's 
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linguistic requirements (Armendáriz & Armendáriz, 2002; Romero-Johnson, 2011). As seen 
through a multicultural lens, at times principals enact school policies that feel correct to them 
but counteract the belief systems of their teachers and cause disagreements (Gardiner & 
Enomoto, 2006). Overall, successful immersion school leadership requires openness, 
creativity, and advanced planning (Schwabsky, 2013). 
A lack of support from colleagues, inadequate or non-existent mentorship programs, 
and inattentive administrators are a recurring theme why teacher candidates do not choose 
language immersion schools (Ewart, 2009). In a 50-50 immersion program, the L1 immersion 
teacher (i.e., English) is over-burdened with twice the student and grading load as other grade 
level teachers, so they need a well-informed principal who can help distribute their additional 
ELA assessments and some other faculty duties to other teachers in the school (Speece, 
2017). As these stressors take their toll and diminish the program, many families remove 
their children from immersion programs due to inadequate teachers, curriculum, and 
teaching quality (Obadia & Theriault, 1997). 
Retaining foreign-born language teachers. 
Foreign-born teachers, in particular, struggle with a number of challenges that 
domestic teachers are largely unaware of and potentially drive them from the field (Liu, 
2012). For example, even if teaching another language, foreign-born teacher candidates 
(ITCs) need very high levels of English proficiency, though many studies report that 
inadequate English proficiency and foreign accents are the major obstacles for ITCs to enter 
the teaching profession and for them to succeed in employment. Participants in Myles et 
al.’s (2006) study admitted they were afraid they were unable to model correct language 
for young children because of their accents and lack of familiarity with the English 
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language. Additionally, they may also have tried to remain silent for fear of saying 
something wrong or being ridiculed for their accent when they interacted with other 
teachers and colleagues. 
This mindset negatively impacts participation both in the classroom and around 
colleagues, thus reducing chances of being employed (Liu, 2012). Per subtle 
discrimination in teacher education programs and on the job, Ragnarsdóttir’s (2010) study 
revealed that ITCs felt they had not been able to make proper use of the talents and 
previous experiences they had brought to the university, thus feeling marginalized and 
isolated. Overall, many foreign-born teachers feel there is little, or at least not enough, 
support available to foreign-born instructors that can help them avoid problems due to their 
foreignness or deal with them when they arise (Alberts, 2008). To better recruit and retain 
foreign-born teachers through a greater sense of job satisfaction, certain needs should be 
reviewed by administrations, such as salary, feedback from supervisors, and socializing 
with peers and co -workers (Reeder, 2016). 
Improvements in the field? 
Though the DI teacher shortage is well known, more language immersion teachers 
are not being recruited and retained (Carver-Thomas & Darling-Hammond, 2017). Within 
the overall global teacher shortage, foreign language teachers are in even more high demand 
due to the cultural competence that is required (Freeman-Nepay, 2017). Nonetheless, 
Freeman- Nepay devised groups of needs: factual (e.g., know the requirements for being an 
immersion teacher), conceptual (e.g., have fluency in a foreign language), and procedural 




This recruitment technique is a strong suggestion that focuses on districts finding 
unconventional ways to recruit suitable, certified teachers with native-speaking ability. 
These teachers will be more prone to weathering the inherent stressors that come with a 
classroom that teaches a wide array of young students both content and language 
concurrently (Swain & Johnson, 1996; Sun, 2017). Additionally, since job fairs do not 
always attract these types of teachers, accelerated certification programs must be done in 
collaboration with state department, school district, and select universities in or der to utilize 
teachers open to a mid-career change (Haj-Broussard et al., 2016). 
Summation 
Gap in the literature. 
The gaps in knowledge in teacher retention in language immersion education, 
especially OWDI programs where there are few students from the TL, are what have 
caused this research to be done in the first place. With everything that has been 
previously stated about both language immersion and the complications in teacher 
retention, how exactly do language immersion programs provide a quality product year-in 
and year-out while still keeping the teachers that make that possible? From Second 
Language Acquisition best practices to the complexities of K-12 education to the bumps 
that are intertwined with underfunded and underrepresented schools, recruiting and 
retaining qualified and skilled language immersion teachers appears to be a highly 
daunting task. Unfortunately, the information and research about this are not as prevalent 
as needed, so I aim to fill the gap in order to more fully know how to retain these types of 
teachers who often feel ineffective, discouraged, and on the border of burnout. 
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Besides brief references in the literature on the retention of language immersion 
teachers, especially thin for OWDI programs, finding research on the successes in language 
immersion education was not prevalent either. Mainly, my research is aimed at knowing 
more about how the normal stressors of K-12 teaching directly interact with those of 
language immersion programs (i.e., teaching content, language, and culture concurrently), 
and what viable recommendations and solutions can be offered to alleviate that stress that 
leads to DI teacher turnover and/or attrition. 
Conclusion: Special field. 
As the previous pages illustrate, there is plenty of information about the problems and 
complications surrounding teacher retention. However, simply put, more research and work 
need to be done to find out how to better cultivate, recruit, and retain language immersion 
teachers. Whether domestic or foreign-born, this type of foreign-language instructor has a very 
specific skill set and, consequently, is desperately hard to come by, and can be even more 
difficult to retain. 
Though there was talk of an immersion teacher pipeline, the circumstances 
surrounding each program's needs can be vastly different (i.e., urban vs. rural, low vs. high 
socioeconomic). This study investigated how to better manage one-way language 
immersion programs so that their strong reputations precede them. They have to take on a 
certain level of fame in their communities. In this way, teacher recruitment and retention 
will be a more seamless process that will not require so much constant work and more 




CHAPTER 3: THEORY & METHODS  
FOR RETENTION OF IMMERSION EDUCATION TEACHERS 
This chapter discusses two major themes in this research study: 1.) the theory behind 
teacher retention in one-way K-12 language immersion programs and 2.) the methods that 
were used to collect, analyze, and make conclusions from the data. 
Theory behind the research 
The following lays the groundwork for the theories that my research is predicated on. 
In order to find answers in regards to teacher retention in K-12 language immersion 
programs, it is necessary to understand what education, and being an educator within that 
field, is fueled by. 
Behaviorism Meets Sociocultural Theory 
B.F. Skinner and his behaviorist model saw language as a set of learned behaviors 
that come about due to repetition, imitation, and a system of rewards and punishment 
(Skinner, 1963). People learn by consistency, familiar routines, and not giving up. So, in 
our modern times, this is done by going to the same classroom day after day and doing the 
same or similar activities repeatedly. Ideally the students become better at it, or even 
proficient, but sometimes the instilled nature of Behaviorism is more powerful than what 
the educational objective originally was. This habitual repetition is the same for working 
professionals and their offices, religious worshipers and their churches, and, of course, 
teachers and their classrooms. 
Similarly, alongside all of the qualities that instill it in one's regular behaviors, 
language is a culturally embedded practice that is highly social (Hymes, 1964). Within the 
social and anthropological side of language learning, there is also a lot of equity and 
58 
 
social justice involved with it (Gumperz & Hym, 1972; Hymes, 1964; Labov, 1972; 
Smitherman, 1977). 
Linguistic anthropology and sociolinguistics led to studies of African American 
Vernacular English (AAVE) and the social implications of dialect (Smitherman, 1977; 
Wolfram, 1969), as well as Labov's (1972) studies of the social implications of language 
varieties in social situations. This mix of behaviorism and sociolinguistics, especially 
Vygotsky's (1978) Sociocultural Theory (SCT) and ZPD, prove that people learn language 
by interacting with, and through the help of, others like teachers and fellow students. 
Hence, behaviorism and SCT are a key element in the theory that my research will be 
working with. All teachers, and especially those in a K-6 classroom who spend several hours 
a day with the same students, rely on the interaction with their students to feel satisfied and 
intrinsically rewarded (Hackman & Oldman, 1980; Kanter, 1977; Rosenholtz, 1989). Due to 
the repetitive nature of language learning (Myles, 2010), this repeated routine is never truer 
than for teachers in an immersion classroom: positive, rewarding experiences bring them back 
for more (Speece, 2017; Swain & Johnson, 1996; Walker & Tedick, 2000). Without 
classroom success, teaching is simply as unrewarding as pushing a snowball up a mountain 
with no end in sight. 
Communicative Language Teaching Via Content 
This researcher’s hope of finding answers to stronger teacher retention in language 
immersion programs, is heavily based on communicative language teaching (CLT), a 
multidisciplinary perspective that includes linguistics, psychology, philosophy, sociology, 
and educational research (Celce-Murcia, 2001). Additionally, Celce-Murcia highlights that in 
order to use the language for communication, CLT implements the need for coping strategies 
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so that language learners continue to communicate effectively. Savignon (1972) termed the 
phrase communicative competence to discuss how language learners interact with one 
another and make meaning in a classroom setting. With the need for content to be learned and 
mastered in a K-12 setting, DI classrooms directly utilize CLT and CBI in order to both 
communicate and meet educational objectives and benchmarks (Collier & Thomas, 2017; 
Snow & Brinton, 2017). 
Therefore, CALP (Cummins, 1979b) is not developed in a vacuum, but must be 
done through a mixture of teaching styles and classroom activities. CLT puts the focus on 
the students and requires them to interact heavily and repeatedly with the language, but also 
requires teachers to develop a multifaceted curriculum (Celce-Murcia, 2001). Teachers are 
highly communicative creatures who rely on classroom interaction with students, as well 
as with other teachers and administrators, to find their fulfillment (Ingersoll, 2001). When 
this interaction is subpar or fails entirely, teachers tend to stray from the field due to a lack 
of self-efficacy and fulfillment (Darling-Hammond & Sykes, 2003). 
Staying or Leaving: Influences on Teacher Movement 
This study investigates why language immersion teachers leave. Hence, it will 
investigate why educators are a unique group who enter, and stay, in the field due to extrinsic 
motivating factors such as professional skills mastery and altruistic reasons that bring extra 
value to their careers and life's work (Chiong et al., 2017). There is a delicate mix of 
personal goals, self-efficacy, negative degree of job satisfaction mixed with a positive degree 
of emotional exhaustion and burnout that are regularly at play with any teacher (Skaalvik & 




Figure 3. Teacher stressors (Skaalvik & Skaalvik, 2017) 
The mixed-methods research that will be implemented in this study will be to identify 
the tipping point that causes many teachers to leave early in their careers or stay many years 
longer only to depart before retirement age (Gu & Day, 2013). Satisfaction and desire to stay 
are two of the biggest underlying factors as a teacher continues in the field (Rosenholtz, 
1989), and these will be at the forefront of my investigation. As self-efficacy is a big part of a 
teacher's purpose (Darling-Hammond & Sykes, 2003; Rosenholtz, 2003), the researcher will 
discover what this means to different types of instructors. Additionally, as this feeling of 
effectiveness goes up and down through the course of a semester, year, and one's career, 
how does this affect the investment and daily hard work that a teacher puts into their students, 
lesson plans, and school (Jackson, 2018; Preble & Gordon, 2011). 
In the realm of immersion education, this teacher retention theory will identify 
what special features most affect the longevity of language immersion teachers. Fernandez 
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(2016) writes that highly-qualified teachers with distinct language skills are needed, yet 
funding does not typically continue as immersion programs progress over numerous years. 
The lack of district support, not to mention no local, state, and federal accountability 
alignment for DI programs is problematic and a major hindrance to its curriculum, student 
success, and teacher satisfaction. However, educators face disparities and insufficient 
resources in DI programs, including a lack of accessibility to dual language instructional 
materials (Nieto, 2010; Sugarman, 2012). Few to nonexistent resources and inequitable 
school financing (Darling-Hammond, 1995) result in limited access to quality programs, 
raising social justice issues within education and “play a powerful role in promoting 
student underachievement” (Nieto, 2010, p. 189). 
Collier and Thomas (2004) report that the school principal is a key player in making 
the immersion model of education function most effectively. Accordingly, there is a powerful 
effect of parents as stakeholders in these programs (Baig, 2011) and how much the DI model 
can draw from the participation and strengths of its students' parents (Alaniz & Rodriguez, 
2008; Collier & Thomas, 2004). Along these lines, Li's (2014) research found that families 
tend to leave a DI program when they become dissatisfied with teacher quality. 
Limitations of the Theory 
These theories are limited at times because no two teachers will utilize them the same 
in a classroom, and definitely not in an immersion classroom which can vary so much from 
program to program and teacher to teacher. Some are strict practitioners of behaviorism 
while others will highlight the interaction of SCT more. Additionally, some immersion 
teachers will have taught for many years in a monolingual L1 classroom, or perhaps just in 
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a foreign language classroom, and will not be as familiar with the tenets of CBI and how to 
teach language through it in an immersion program. 
From a student perspective, SCT has some limitations in that some students are not 
going to interact nearly as much as others, especially when dealing with a multicultural 
classroom. CALP as well will be dealt with differently when some students come from a 
different level of academics in their homes than others, so have far different expectations of 
the analysis and usage that they should get from their L1 and TL. 
There are so many other variables that make up the field of education and affect 
teacher satisfaction and longevity, as well as school and district politics. The lack of 
funding, resources, and organization is going to affect teacher A differently than teacher B, 
who might feel they are receiving more than enough to instruct effectively. Within that range 
of subjectivity lies a limitation to the scope and accuracy of this study. Through all stages 
of research--interviews, instrument creation, survey, and data evaluation--efforts will be 
made to account for and foresee the range of teachers, teaching styles, backgrounds, school 
dynamics, and students who they teach from year to year. 
Methods for Using Mixed-Methods Research 
This section outlines how the research was carried out, found meaningful data, and 
analyzed that data so that it provided conclusions that will not only help the language 
immersion field, but also the retention of teachers within it. This section is laid out as such: 
x General overview of the Mixed Methods Research (MMR), including the researcher's 
role in such a study. 
x Research design of a sequential exploratory mixed methods project. What makes it 
strong and what detracts from it, how exactly to set it up, triangulating the qualitative 
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and quantitative data that is found, and how best to analyze it in this type of 
research. 
x How the data will be collected, including the particular school district, 
technological and personnel resources that will contribute, the participants who 
will be involved, and the instruments to be used. 
x Finally, the precise timeline of how it will be carried out will be discussed. How will 
one phase directly and indirectly affect the following one. 
Overview of Mixed Methods 
In order to learn more about how to better retain teachers in K-12 language 
immersion programs, a sequential exploratory mixed-methods design was utilized. Due to 
the data that was collected in the interviews in the first phase, the researcher was able to use 
that information to specifically build a survey instrument that was used in phase two. The 
study looks closely at how teachers' needs of self-efficacy, fulfillment, and student success 
are balanced in relation to the stress and work involved in day-to-day teaching. At its 
foundation, the research attempts to see how teachers' dependency on behaviorism, the 
sociocultural nature of learning and, specifically, language learning in a CLT classroom, 
and the pressures of the educational environment negatively affect teachers and cause them 
to leave their current schools and, at times, teaching altogether. 
Via semi-structured interviews, this design first analyzed qualitative information 
gleaned from school district leaders, present and former coordinators of the Spanish and 
Chinese immersion programs, and different principals at the respective schools. Then that 
information allowed a survey to be used with teachers in the immersion classrooms to learn 
what most added to and detracted from their experience as teachers and how the language 
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immersion model most affected that. Once the data was analyzed into themes and 
triangulated, this study shows how the pros and cons predict teachers' intentions of staying in 
the language immersion teaching field. 
Researcher role. 
The researcher must maintain quality by constantly focusing on credibility, 
dependability, confirmability, and transferability (Guba, 1981). Furthermore, 
trustworthiness in research is defined as one's confidence in his or her findings 
(Golafshani, 2003) and Creswell (2013) affirms that it is increased through the following 
methods: the researcher using well-established research methods, having a familiarity 
with the culture of participating organizations, and using triangulation. Denzin and 
Lincoln (2011) explain that "triangulation is the display of multiple, refracted realities 
simultaneously" (p. 8). In this study, multiple data sources will be utilized between 
administrators, school principals, and teachers. Additionally, multiple methods, such as 
interviews and surveys, will be applied and triangulation will be further used through data 
comparison. 
Merriam (2001) writes that credibility deals with the question of how consistent the 
findings are with reality and it depends on the richness of the information gathered and the 
analytical abilities of the researcher (Patton, 2002). Besides triangulation to maintain 
credibility, member checks are another way to test the integrity of the data (Lewis & 
Ritchie, 2003; Merriam, 2001; Miles & Huberman, 1994; Riessman, 1993). As interviews 
are conducted with participants, and later when the results are being analyzed, the 
researcher will cross-check information as a way to confirm the accuracy of the responses. 
It is paramount to not misinterpret the meaning of participants' comments (Merriam, 2001) 
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and to therefore present the information in a way that can be understood and applied 
(Lincoln & Guba, 1985). To keep absolute objectivity, steps must be taken to ensure that 
findings emerge from the data and not from the researcher's predispositions (Shenton, 
2004). 
The researcher’s role is to investigate the strengths and weaknesses of the language 
immersion programs from an informed (as a veteran language teacher within the same 
district), yet transparent perspective (but not within the same program). The goal is to have 
as neutral a position as possible, though bias is a natural part of being human. However, the 
aim is to isolate and minimize this bias so that it does not interfere with the data in any way 
that will corrupt or invalidate the study. As Creswell (1998) points out, researchers 
naturally approach their studies with a certain worldview that guides their inquiries, 
hence why some bias will always exist. 
The reliability and validity of the study depended on the ethics of the researcher, 
since ethical dilemmas can happen at any point (Timans et al., 2019). As this district's 
immersion programs and its ability to successfully retain teachers were investigated, the 
researcher was reminded of previous interactions with the schools in question. Though the 
researcher previously had two children in this district's Chinese immersion program (and 
previously one of them in a different Spanish immersion program in California), his role 
was now just as an investigator and was not personally invested in any other way. Also, to 
ensure that participants' rights were appropriately protected during data collection (Creswell, 






Though it does not appear that this study has significant ethical dilemmas, "ethics are 
the responsibility of the researcher" (Lincoln & Cannella, 2009, p. 278). At the design stage, 
it was essential to take into account any potential conflicts of interest, such as any pre-
existing relationships the researcher has with the participants. Though relational ethics are a 
primary part of research (Glesne, 2016), the positionality of the researcher’s work or casual 
relationships with them influence how data collection is designed, collected, or analyzed. As 
Creswell (2018) writes, there are ethical issues and ways to address them before, at the 
beginning, during collection and analysis, and when reporting, sharing, and storing the data. 
A published report of the research has the potential to affect the participants (Glesne, 
2016), the schools, and the overall school district, so I used pseudonyms for all of the 
participants, schools, and locations. Also, I was careful to design my interviews and survey 
in a way where I received the most fruitful and honest data, but did so in a way where the 
participants could share information with candor and not fear later reproach within the 
school and/or district. To further this sense of transparency, a copy of the results was made 
available upon request to any interested participants. 
Also, they did not feel that they were being coerced or forced into participating in 
the study in any way (Bogdon & Biklen, 2003). To safeguard the well-being of the 
participants, they were protected from physical, mental, or social harm and their informed 
consent was acquired prior to conducting any research (Gay et al., 2012). Additionally, 





Exploratory sequential mixed methods. 
 
Figure 4. Three mixed-methods designs (Creswell & Creswell, 2018) 
A three-phase exploratory sequential mixed methods is a design in which the 
researcher explores with qualitative data and analysis, consequently builds an instrument to 
be tested, and then tests this feature in a quantitative third phase (Creswell & Creswell, 
2018). The importance of exploratory MMR is that it utilizes the strengths of both 
methods while minimizing the subjective nature of qualitative analysis and the sterility of 
quantitative work. Since there is an extreme lack of research in this area of immersion 
teacher retention, the exploratory mixed-methods model serves as the ideal design for an 
inquiry into a new or understudied phenomena (Cabrera, 2011). Phase one focused on 
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semi-structured interviews with a mix of ten principals, administrators, and coordinators. 
Then, the surveys in phase three received feedback from 31 teachers in order to ultimately 
triangulate the data. Per the relatively small number of interviews, Onwuegbuzie and 
Collins (2007) concluded that small samples can be effectively used in exploratory 
research. 
MMR shows that a social problem can be integrated statistically in order to give 
further insight beyond what either quantitative or qualitative research can do alone 
(Creswell & Creswell, 2018). The use of mixed methods ‘‘provides a rationale for 
hypotheses/theories/guiding assumptions to compete and provide alternatives’’ (Niaz, 2008, 
p. 64). Quickly gaining popularity in the first decade of the twenty-first century (Tashakkori & 
Teddlie, 2008), MMR allows a researcher or team of researchers to integrate qualitative and 
quantitative results in order to gain a deeper understanding of a research problem (Timans et 
al., 2019). Following an eight-step design, a key feature is its methodological pluralism, 
which frequently results in superior research compared to mono-method research, reduces 
problems associated with singular methods, and, therefore, answers broader research 
questions (Johnson & Onwuegbuzie, 2004). 
Janice Morse (as cited in Tashakkori & Teddlie, 2003) states that mixing methods is 
only appropriate if the purity of each method is maintained and not done so that strategies can 
be liberally selected and combined. Morgan (2007) writes that quantitative and qualitative 
research designs can highlight the strengths and downplay the weaknesses of each. 
Qualitative aims to achieve rich, observational data and quantitative goes for hard, 
generalizable survey data (Sieber, 1973). 
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The qualitative data of this study came from interviews with administration and 
principals regarding their impressions of the language immersion programs. In the 
qualitative phase of the study, the researcher is the instrument (Patton, 2002), designing 
and gathering information that was deemed important to the study. Then, in what is 
referred to as phase two (Creswell & Creswell, 2018), that data was analyzed into 
pertinent themes relating to stressors on teachers in order to create a survey for the 
immersion teachers (both L1 and TL). The first phase analyzed what school leaders feel is 
necessary for a language immersion program to succeed while the third phase compared 
that to how teachers in the classrooms feel the educational process affects their job 
satisfaction and day-to-day well-being. 
Strengths and limitations. 
Figure 5. Continuum of qualitative, mixed methods, and quantitative research (Tashakkori 
& Teddlie, 2008) 
 
MMR works on a continuum, the QUAL-MM-QUAN continuum, where the left circle 
represents the purist qualitative tradition based on constructivism inductive logic (Rossman & 
Wilson, 1985; Smith, 1994). Then the right circle represents the purist quantitative tradition 
with numeric data and deductive logic (Tashakkori & Teddlie, 2008). MMR can definitely 
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add more positive complexity to a study, which will result in greater validity, but the two 
sides must be carefully balanced. 
Johnson and Onwuegbuzie (2004) list a number of strengths of MMR: 
• Quantitative numbers can be mixed fluidly with words, pictures, and narratives in order 
to add more precision 
• The researcher can answer a broader and more complete range of research 
questions because he or she is not confined to a single method 
 And weaknesses as well: 
• It can be difficult for a single research to carry out both qualitative and quantitative 
research 
• Said researcher must learn about multiple methods and mix them appropriately 
• It can be more time consuming and more expensive 
 
Strengths. 
Sequential Exploratory MMR has a number of positives when the researcher is trying 
to unearth information about a little-known phenomenon. With careful use of the quantitative 
phase, researchers can position themselves to create a custom-made instrument to be used in 
the trial, all while highlighting pre-and posttest measures. Additionally, when insights are 
correctly drawn from the thick descriptions of the qualitative first phase, participants can more 
effectively be recruited for phase three (Creswell & Creswell, 2018). Overall, the bigger 
numbers that quantitative data can access can help lend validity and strength to the smaller 
qualitative numbers, so together they can highlight the other's strengths and downplay the 





However, Sale et al. (2002) argue that due to the fact that the quantitative and 
qualitative phases are studying different phenomena, the two methods cannot legitimately 
be combined for cross-validation or triangulation purposes. Johnson & Onwuegbuzie 
(2004) also note the delicate nature of qualitatively analyzing quantitative data in the 
triangulation process, as well as how to interpret conflicting results. Additionally, Brannen 
(2005) points out that contextualization must be done correctly when analyzing the data so 
that correct and meaningful conclusions are drawn from the particular methods used. 
Validity is called into question when the qualitative phase one is not correctly analyzed and 
sufficient steps are not utilized to develop an effective psychometric instrument for phase 
three (Creswell & Creswell, 2018). Also, phase one and phase three must use completely 
different samples, or the information is simply repetitive and lacks rigor. 
Designing an exploratory mixed methods study. 
Since the research questions were more detailed and specific, there was a better 
probability that my instruments and protocols used in my study should be predesigned and 
structured (Tashakkori & Teddlie, 2008). The sequential exploratory model of MMR 
allows for each phase to organically inform the next (Creswell & Creswell, 2018), so my 
interviews in phase one were done in such a way that they were precise and carefully 
directed, yet provided enough flexibility to allow the data gathered to lead the research in 
the proper direction for instrument creation and the quantitative third phase (closed-ended 
survey). For example, through the semi-structured interviews with immersion school 
principals and school district coordinators and administrators, this study sought 
information as to what precisely in the immersion school culture, curriculum, and day-to-
72 
 
day structure causes inordinate teacher stress as opposed to a traditional monolingual school. 
The data in both of those methods used parallel variables and concepts, though done in 
different fashions. 
Tashakkori & Teddlie (2008) lay out four types of interviews: 
1.) Informal conversational interview—questions emerge from the immediate context and are 
asked in the natural course of things; there is no predetermination of questions or wording. 
2.) General interview guide approach—Topics and issues are specified in advance, in outline 
form; interviewer decides the sequence and wording of questions in the course of the interview. 
3.) Standardized open-ended interview—The exact wording and sequence of questions are 
determined in advance. All interviewees are asked the same basic questions in the same order. 
Questions are completely open-ended. 
4.) Closed fixed-response interview—Questions and response categories are determined in 
advance. Responses are fixed and the respondent must choose from those fixed responses. 
Similarly, surveys (also referred to as questionnaires) need to be designed in such a 
way that the question produces reliable answers, retrieves factual data, utilizes the 
participants' correct knowledge and memory to elicit dependable answers, avoids distortion 
of the truth, and accurately measures subjective areas (Fowler & Cosenza, 1998). In a 
closed-ended, quantitative survey of the type that this study used, two types are commonly 
utilized, attitude scales and personality inventories, and use response formats like checklists, 
Likert scales, rank orders, and semantic differentials (Tashakkori & Teddlie, 2008). An 
attitude scale is a measure of attitudes, beliefs, self-perceptions, and intentions toward a 
specific topic of interest. Personality inventories measure the personality attributes of the 
respondents, which should be stable and help differentiate individuals from one another. 
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Fowler and Cosenza (1998) also lay out these key elements: 
1.) Questions need to be consistently understood. 
2.) Respondents need to have access to the information required to answer the question. 
3.) The way in which respondents are asked to answer the question must provide an 
appropriate way to report what they have to say. 
4.) Respondents must be willing to provide the answers called for in the question. 
As Tashakkori and Teddlie (2008) point out in Figure 6 below, both interviews and  
Figure 6. Interviews vs. Questionnaires (Tashakkori & Teddlie, 2008) 
 
questionnaires gauge the attitudes, feelings, and beliefs toward a specific topic, they use 
self-reports by the participants, and can generate quantitative, qualitative, and MMR data. 
Additionally, and perhaps the biggest similarity, is that when used together they can 
generate complex mixed data. Some key differences, which are generally positives and not 
negatives in MMR, are that questionnaires do not require contact with researchers, interviews 
are usually open-ended and questionnaires are closed-ended, and interviews have a much 
smaller sample while questionnaires can be exponentially larger. 
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The sample sizes between the qualitative and quantitative phases were noticeably 
different. Typically, the qualitative participants are far smaller because its goal is to gather 
extensive information from this sample and then, using the quantitative methods to test the 
created instrument, the sample size will help infer meaningful statistical results to a larger 
population (K-12 language immersion teachers). For this study’s qualitative methods 
(interviews), purposive sampling was utilized that selected certain cases based on the 
research purposes as opposed to randomly-selected ones (Tashakkori & Teddlie, 2003). 
Whereas probability sampling relies on mathematical formulas and does not typically change 
during data collection (Mason, 2002), this smaller purposive sampling relied on the 
researcher’s understanding and evaluation of the administrators, principals, and coordinators 
who were selected to participate. Conversely, the probability sampling that was used in the 
phase three survey resulted in a larger sample size that evolved naturally in a carefully-
crafted sequence from the phase one qualitative interviews (Tashakkori & Teddlie, 2008). In 
other words, the quantitative strand cannot be conducted without the information gathered 
from the initial qualitative phase. 
The following are general guidelines for mixed methods sampling (Curtis et al., 2000; 
Kemper et al., 2003; Miles & Huberman, 1994; Tashakkori & Teddlie, 2008): 
x The sampling strategy should stem logically from the research questions and 
hypotheses being addressed by the study. 
x Follow the assumptions of the probability and purposive sampling techniques that are 
being used. 
x The sampling strategy should generate thorough qualitative and quantitative databases 
on the research questions under study. 
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x The sampling strategy should allow the researcher to draw clear inferences from both 
the qualitative and the quantitative data.  
x The sampling strategy must be ethical. 
x The sampling strategy should be feasible and efficient. 
x The sampling strategy should allow for the transfer or generalization of the conclusions 
of the study to other individuals, groups, contexts, and so forth. 
x The sampling strategy should be described in enough detail so that other investigators 
can understand it and perhaps use it in future studies. 
Data collection. 
K-12 immersion education was being investigated in a school district of 10,000 
students and small urban community of 450,000 inhabitants in the U.S. Midwest. Though the 
research was conducted in the school district where the researcher currently works, it was not 
being carried out in the particular school where he works or, except for one interview 
participant, with any direct co-worker. 
When language immersion programs first took root in Francophile eastern Canada 
and linguistically-mixed southern California in the 1960s and 1970s, the school district 
being investigated in this study, and its surrounding community, was not one of the early 
models of immersion education. For example, it is not a quintessential border community 
with sizable populations of heritage communities and languages. However, as it became 
clear how schools and school districts could attract more students through an engaging 
immersion program, schools all over the country began setting up their own versions of these 
language factories. Yet, after a number of years, so many do not thrive. Families who are 
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initially proud and energized to have their children enrolled in kindergarten begin moving 
them to other schools and programs by the mid-elementary grades. Teachers who are 
deeply committed to teaching content areas through the TL or the L1 begin to transfer to 
other schools and programs. The programs begin to lose prestige and become a sidebar 
advertisement for the school district, and the funding dries up as well. Through learning 
more about how to better retain language immersion teachers, this research study gained 
more insight into why this happens and how it can be prevented. 
Setting. 
The research will take place in a pre-K through 12 public school district in the U.S. 
Midwest, called Lamar School District for the sake of this study. (Note: except for the 
Confucius Institute, all district and school names have been changed for this study, as well 
as participants’ names.) Over the last 50 years, this district has regularly had declining 
enrollment, especially due to a state-mandated School of Choice law which allows 
families to enroll students in other schools outside of their neighborhood but within their 
district, or in any other district that chooses to participate in the School of Choice program. 
Consequently, many families live within the district due to its lower home prices and cost of 
living, but enroll their children in neighboring, more affluent school districts. For example, 
an adjacent district receives over 25 percent of its annual operating budget from students 
who transfer from Lamar School District. Hence, Lamar, housed within one of the oldest 
cities in the state with firm blue-collar roots in the car industry, has had to continually 
evolve and reinvent itself with a vast array of alternative programming.  
With pre-K-12, it is the fifth largest school district in the state and educates students 
in over two dozen buildings, with 81% of the students being eligible for free or reduced-
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price lunch. Reflective of the town of Lamar itself, about 39% of students are African 
American, 25% Caucasian, 19% Hispanic, 10% multiethnic, and 6% Asian. The school 
district is home to students from 73 different countries and 68 different languages, with 
19% being bilingual and 16% English Language Learners. With a very large premier 
research university and important companies located nearby, the district has developed 
programs in Spanish and Chinese language immersion, STEAM, International 
Baccalaureate (IB), biotechnology, career readiness, performing arts, and more throughout 
the district. Lamar's motto is that they have a pathway for every student to achieve success.   
With a solid amount of longevity and credibility attached to them, the Chinese program 
began in 2006, the Spanish program in 2007, and both operate with support from the local 
tier-1 research university. The Confucius Institute, the official Chinese language and culture 
agency, helps with the acquisition of native-speaking teachers from China. The Spanish 
program, also part of a Global Studies program, is K-6 in Johnson Elementary and requires a 
student to have some Spanish language experience if they newly enroll in second grade or 
after. For those not interested or who do not qualify for the immersion program, there are 
traditional English-only classes in grades five and six. 
The Chinese program at Cedar Ridge Academy, with a combined curriculum with the 
IB program, begins with a free pre-K program and has gradually extended its services 
through high school graduation. Pre-K through eighth grade is housed in one building, then 
students progress to the local high school. The Chinese immersion program is 50-50 with half 
the day equally divided between both languages and with content areas taught in both.  The 
Spanish immersion follows the 90-10 model in kindergarten, with a larger percentage being 




To gather background data, the school district and/or state department of education 
provided the resources to the researcher. For example, through an agreement with the school 
district, access was given to a history of teacher movement and attrition and school district 
procedures for new teacher induction were reviewed. Also, this research utilized publicly-
available information from the state department of education in order to retrieve 
demographic information, standardized test scores, student to teacher ratio, and further 
statistical data. 
For collecting the qualitative and quantitative data, it was all done remotely, as there 
was the COVID-19 pandemic that closed all of the schools and restricted person-to-person 
contact to at least six feet of distance. Therefore, it was easier and more effective to conduct 
live interviews through video conferencing software on the internet. This did not lessen or 
disturb the data that was collected. Additionally, the phase three surveys were sent to the 
teachers via email, which was likely how it would have been done anyway. 
Limitations of resources. 
This study was not exhaustive and had limitations. One limitation was that there 
were only three schools, and all were within the same school district. Though these schools 
specifically inhabited the characteristics that this study was focused on (i.e., teacher 
attrition and movement in immersion programs without a sizable number of TL speakers), it 
cannot be said that these results are generalizable to all immersion programs. Also, the 
teachers did not have an abundance of variety: female and White were the majority, mixed 
with Chinese females from mainland China and just a few Hispanic teachers from the 
Spanish immersion program. 
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In light of school closures and social distancing that were in effect when the 
research was conducted, the only substantial limitation upon the research was the in-
person observations of the schools, classrooms, and live class being conducted. These 
would have been beneficial in helping to set the tone of the learning atmosphere and 
certain intangibles like school spirit, extracurricular activities, electives (i.e., art, music, 
culture), teaching assistants in and out of the immersion classrooms, and parent 
involvement. For the qualitative piece, this would have helped guide the semi-structured 
interviews, as well as aid in designing the survey instrument for phase three. In place of 
being able to see the physical learning spaces in person, those ideas and themes were 
gathered from the interviews and incorporated into the surveys. 
Participants. 
Participants were utilized in two distinct stages of research: phase one consisted of 
interviews and phase three consisted of surveys (phase two is the creation of the survey). 
Phase one consisted of 30 to 60-minute interviews with those people who were decision 
makers in one way or another with the language immersion programs: district administrators, 
school coordinators, Confucius Institute administrator, and school principals past and present 
from both immersion programs. There was a preliminary debriefing with each participant by 
email as to what the study was about and the general nature of the questions to be asked, then 
the interview was carried out at a mutually agreed upon time by video conference. Once all 
interviews were completed, the data was analyzed and participants were contacted if any 
clarification was needed. Then, in phase two, the quantitative instrument was developed from 
the information the participants provided. 
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Phase three then utilized surveys sent to teachers by email. These teachers were current 
and past teachers in both the Spanish and Chinese programs. Whether teaching the TL or L1 
(English) part of the curriculum, both types of teachers were elemental to get a 
comprehensive feel for the organization of the program, the curriculum and available 
materials, the teachers' experiences, and the students' growth and learning in the L1, TL, and 
the content classes through those languages. 
Instruments. 
Qualitative data: Interviews. 
As established in the previous section, interviews were conducted with various 
leaders in the school district in or der to get their perspective on how the two programs were 
being operated and maintained. Denzin and Lincoln (2011) highlight that in order to 
understand stakeholders' perceptions on a deeper level, individual interviews are the best 
way to gather data and gain "a better understanding of the subject matter at hand" (p. 4). The 
interview questions were open-ended with the aim of gaining a global perspective of how the 
programs were created, what challenges and barriers have been present over the years, the 
successes and failures that the programs have endured, and the role that teachers have 
played in all of these. 
Additionally, an interview with the associate director of the Confucius Institute was 
instrumental in providing insights into the recruitment, training, placement, and 
acculturation of the Chinese language teachers from mainland China. This perspective was 
unique because it was one of only two from outside the school district, a governmental 
agency, and one based in another country. It was important for this study to investigate their 
criteria for effective teachers, especially those who represent Chinese language and culture 
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in the U.S. A main goal was to see how the Confucius Institute interacted with the local 
school district and immersion program before, during, and after teacher placement. 
Finally, the school principals and coordinators are the frontline stewards for 
carrying out the program's goals, so it was necessary to gain their insights on the teachers, 
the students, the families, and how the immersion program operated as opposed to other 
schools where they had taught as teachers and/or worked as principals and coordinators. 
Overall, the goal was to discover and gain understanding and description of what the 
programs wanted to be and how they fared in actuality. See Appendix A for the interview 
questions. 
Develop the instrument for phase three. 
Developing a good psychometric instrument that fits the sample and population is 
a key part of the research design. However, a researcher should also analyze the 
qualitative data in phase one to develop new variables to form categories of information 
that will be explored further in the quantitative phase (Creswell & Creswell, 2018). It is 
important in this type of mixed-methods design that the qualitative research lend its 
inferences and descriptions in a way that allows the researcher to effectively use the 
quantitative instrument to probe in a different direction. The researcher's analysis steps 
must be carefully adhered to so that he or she knows which findings are most important to 
build on. 
Quantitative data: Closed-ended survey 
The sample population for the third phase was completely unique to that of phase 
one, though they all work, or previously worked, in the same school district and in the same 
immersion education program. Fowler & Cosenza (2009) write that a good survey question 
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produces reliable and valid measures of something. Furthermore, the quality of surveys 
depends on the size and diversity of the sample where the data comes from. Fowler and 
Mangione (1990) note that additional preparation of question design and evaluation is a 
great way to reduce researcher effects on data, as well as being one of the least expensive 
components of the survey process. Those done via email or using the internet must be done 
to a specialized population, otherwise the exact sample of who has access to the survey is 
not dependable and there will be the possibility of the results not being projectable to 
general populations (Best & Harrison, 1998). Additionally, research objectives need to be 
very clear beforehand. Fowler & Cosenza (1998) recommend the following: 
One of the hardest tasks for methodologists is to induce researchers, people 
who want to collect data, to define their objectives. The difference between a 
question objective and the question itself is a critical distinction. The objective 
defines the kind of information that is needed. Designing the particular 
question or questions to achieve the objective is an entirely different step. (p. 
377) 
The context greatly matters, so each question needs to be asked separately. For 
example, to truly understand someone's habits about something, separate, individual 
questions must be asked in order to differentiate the information and isolate the importance 
of each strain of information. (i.e., How often have you bought a newspaper? At a 
newsstand? Have you read it online?) When the state of what is being described is 
consistent, the answers are consistent as well (Nunnally, 1978). Validity, in turn, is the 
extent to which answers correspond to some hypothetical true value of what is being 




Tashakkori & Teddlie (2008) highlight that the key to sequential exploratory mixed 
data analysis is that there is a chronological order that causes one strand to emerge from the 
previous phase of research. Therefore, the analysis strategies may not be entirely preordained 
and very likely may become apparent to the researcher as the study continues. The analysis 
strategy from the second strand, quantitative in this study, was intentionally not independent 
from the first strand. 
Consequently, MMR uses an inductive-deductive research cycle that moves from 
grounded results (facts, observations) through inductive inference to general inferences, then 
to deductive inference, and finally to predictions and a hypothesis (Johnson & Christensen, 
2004; Krathwohl, 2004; Tashakkori & Teddlie, 2008). As shown in the graphic below 
(Tashakkori & Teddlie, 2008), research on any question at any point in time can occur within 
this cycle. 
 
Figure 7. Inductive-deductive research cycle (Tashakkori & Teddlie, 2008) 
Correct analysis of the qualitative stage will allow the researcher to make 
hypotheses that he or she can then test in the quantitative phase (Hausman, 2000). 
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Caracelli and Greene (1993) discuss typology development where one data type produces 
a typology or set of categories that are then used as a framework to analyze the other data 
type. Greene (2007) called this technique data importation, which is "the importation of 
mid-stream results from the analysis of one data type into the analysis of a different data 
type" (p. 148). Tashakkori & Teddlie (1998) subdivided typology development into groups 
of people and groups of attributes. 
For the comparison of people groups, quantitative analysis such as cluster analysis 
and discriminant analysis can be effectively utilized. For example, teachers could be labeled 
as more effective and less effective after classroom observations, then they could be 
compared via test scores or survey responses about self-efficacy. Once certain variables 
clearly discriminate, or separate, the groups, then this data can have implications on teacher 
effectiveness and teacher improvement. 
For groups of attributes or characteristics, construct identification is used to find 
themes from interviews or focus groups, for example. Then an instrument such as a closed-
ended survey can be used with a different participant group to find how much agreement 
there is with the initial qualitative categories. This process is construct validation. 
Ultimately, the inference quality that the researcher creates is paramount due to the 
internal validity and credibility of the data from the researcher's choices along the way 
(Tashakkori & Teddlie, 2008). Also, the inference transferability is a result of the external 
validity and transferability to other populations and situations. The researcher's ability to 
interpret the data due to its quality, design of the study, and data analysis procedures are 
one major component. The second deals with making meaning through the interpretation of 
the findings, in which design quality and interpretive rigor play a large role. Heider (1958) 
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points out that research inferences are a more systematic and formal extension of our 
normal social perceptions, problem solving, and meaning making. 
Finally, MMR should provide a better comprehension of a particular phenomenon (i.e., 
immersion teacher retention) and answer the research questions. In a sequential exploratory 
design like what was utilized in this study, the design can be heavily planned or can gradually 
emerge in a chronological manner with new hypotheses and research questions being created 
throughout (Rossman & Rallis, 2003). However, MMR is only effective if the different 
strands are effectively integrated through comparisons of results and informed inferences. 
Triangulation. 
Combining different methods and kinds of data in the empirical study of social 
phenomena goes back to the beginnings of social science (Fielding, 2012). Triangulation 
makes meaning of MMR because no researcher can precisely measure the same thing twice 
in the same way. Denzin (1978) includes four distinct types of triangulation: 
• Data triangulation--a variety of data sources in a study 
• Methodological triangulation--multiple methods to study a single problem 
• Investigator triangulation--involving different researchers in a single study 
• Theory triangulation--multiple perspectives to interpret a single set of data 
Overall, triangulation allows the researcher to collect both quantitative and 
qualitative data at the same time and, therefore, to triangulate data by comparing answers and 
making intuitive interpretations (Fernandez, 2016). Plano Clark & Creswell (2010) write, “By 
comparing quantitative and qualitative results, this design is useful for discovering 




To further this argument in favor of triangulation, Webb, Campbell, Schwartz, and 
Sechrest (1966) state, “Once a proposition has been confirmed by two or more independent 
measurement processes, the uncertainty of its interpretation is greatly reduced. The most 
persuasive evidence comes through a triangulation of measurement processes” (p. 3). 
Finally, per the ability to make meaning out of multiple data sources, Morse (1991) 
proposes that triangulation of distinct methods provides greater opportunities for accurate 
inferences. 
The main question remains: Is there a single reality that can be succinctly 
triangulated? With this study’s investigation of the distinct nature of losing teachers due to 
the stressors of K-12 language immersion programs, there are numerous factors that affect it. 
Answering a single question like that with absolute certainty leads to the possibility of too 
great of a margin of error, but triangulation helps discard what does not apply. Utilizing 
completely different sets of participants, data and methodological triangulation was used 
on the data gathered from the interviews and surveys.  
With each phase of the research, through investigating the unique nature of a K-12 
language immersion program, from curriculum design to building choices to student 
enrollment changes, reasons for teacher movement and attrition emerged from the data. 
More importantly, through triangulation, the reasons that cause teachers to leave the 
program or the field entirely should be differentiated from other issues such as routine 
class management issues or changes from one year to the next.   
The major recurring ideas of the interviews informed the creation of the survey, 
then those results, along with the open-ended questions at the end of it, were grouped and 
analyzed for themes that agreed with and were contrary to those in the interviews. Then 
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all of the major themes were triangulated against specific criteria in order to attain the 




Triangulation of data 
 
Research Question Method 1 Method 2 Method 3 
Primary Question:   
How can immersion teachers be 
more successfully retained, 
especially in a one-way immersion 
program where there are not many 





Survey x Student success 
x Curriculum & policy 




Sub-question 1:   
Why do teachers stay in a 
school/district and, overall, in the 




Survey x Student success 
x Performance ratings 
x Pay and benefits 
increases/freezes 
Sub-question 2: 
How is this different for effective 





Survey x Student success 
x Performance ratings 
x Pay and benefits 
increases/freezes 
Sub-question 3:  
Why does a school district embark 




Survey x District enrollment 
changes 
x Student standardized 
test scores 
x Variety of curriculum 
Sub-question 4:  
What effect does the support of the 
school and district administration 




Survey x Communication 
x Professional 
development 
x Curriculum & policy 
changes 








The use of sequential exploratory mixed methods allowed the data to naturally emerge 
from each stage of the research. Doing the qualitative and quantitative research concurrently 
would not have allowed the unique nature of the opinions, experiences, insights, and advice 
from the interviews to guide the creation of the teacher survey. The abundance of quality 
interview data not only clearly guided the survey’s creation, but also caused certain changes 
to occur. A key change was the addition of some open-ended items at the end of the survey. 
Coupled with the close-ended survey questions, these items allowed the teachers to 
specifically detail programmatic changes that need to be made, were successful, and were 
not helpful. This was an important opportunity for their voices to be clearly heard. The 
survey results and open-ended comments were then clearly triangulated against further data, 
such as teacher movement, students staying/leaving the program, and curriculum & policy 
changes, in order to lead to valid conclusions about teacher retention in these immersion 
programs.   
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CHAPTER 4: RESEARCH FINDINGS 
These are the results that were gleaned from semi-structured interviews and surveys. It 
is important to note that the interviews, though scripted beforehand, took on a very natural, 
organic flow depending on the interviewee, their position in the district, and their 
relationship with the immersion programs. Therefore, not all of the same questions were 
asked identically to all of the same subjects in the same order. Certain themes arose in the 
course of the interviews and the researcher followed them in a logical way that helped 
answer the research questions. This was crucial to the inquisitive nature of the exploratory 
sequential mixed methods research so that each educator’s expertise could inform and help 
inform and help answer the research questions, as well as guide the researcher to better 
identify the phenomenon to be answered with the teacher survey. 
The data were expressed in a way to express a clear narrative about these immersion 
programs and their challenges in recruiting and retaining the best teachers possible. The 
interview results will be discussed as a way to establish the climate of the schools, 
curriculum, and programs as a whole, then the teacher surveys will be unpacked as a way to 
further analyze what it means to be a teacher in these programs through the lens of a teacher. 
The interviews were with ten people deeply involved with the language immersion 
programs. They were with a district administrator, five present and former immersion 
principals, and two special-area coordinators from Lamar School District. Additionally, to 
give further breadth to the information provided, interviews were also done with two people 
outside of the district: an associate director at the local Confucius Institute and former 
Chinese immersion coordinator in Lamar School District, and the former Chinese 
immersion director at a small, rural school district elsewhere in the same state. 
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The surveys from 31 teachers were conducted anonymously using Google Forms. 
Emails of past and present teachers in the two immersion programs were acquired from the 
school district, and some teachers forwarded the survey to other former instructors in the 
Lamar School District. TL teachers in Chinese and Spanish, as well as the partner English-
only (L1) teachers, were included, though L1 and L2 teachers were sent slightly different 
surveys due to some of the specific job duties that make each of their positions unique. 
The interviews produced consistent themes among the various subjects, which are 
summarized in Table 2 below. Key data to look for is that the Spanish immersion program 
struggled to find a home in a school building, as well with consistently recruiting and 
retaining teachers. The Chinese program needed time to find a solid partnership between the 
foreign-born TL teachers and the local L1 partner teachers. The assessment in the Chinese 
program also has struggled to conduct regular and meaningful assessment in the TL and TL 
content areas. Both programs have helped raise district enrollment and have been sustained 













Major Themes from Principal/Administrator Interviews 
Theme Chinese Immersion Spanish Immersion 
Genesis of the programs x 2006 
x Partners in China 
x Regular support from 
local university and 
Confucius Institute 
x 2007 
x One teacher for 
first year 
x Low support from 
local university 
x Low school 
support at first 
school 
Setting up the programs: 
Where, why, and how 
x Raise district 
enrollment 
x Prestige 
x Grants (Foreign 
Language Assistance 
Program) 
x Raise district 
enrollment 
x More district 
options 
x Grants (magnet, 
school 
improvement) 
Teachers and administration 
roles 
x TL Teachers from 
China 
x Partner teachers with 
English-only L1 
teachers 
x Lack of cohesion 
between TL and L1 
teachers 
x Immersion coordinator 
for initial years only 
x Difficult hiring TL 
teachers 
x Teach both TL 
and L1; some L1 
partner teachers 
x Various principals 
x Immersion 
coordinator after a 
few years of 
program 
Training and implementation 
processes 
x TL teacher training in 
China 
x No specific TL 
teacher training  
x School within a 
school culture 
Curriculum and TL assessment 
choices 
x 50/50 program 
x International 
Baccalaureate 
x Minimal summative 
assessments in TL 
x Varied between 
90/10 to 30/70 
x Global Studies 
Magnet 
x TL assessments 
Program maintenance x Continued during 14 
academic years 
x Superintendent and 
administrative changes 
x Continued during 







Data Drawn from Semi-Structured Interviews 
Genesis of the Programs 
The background about the creation and early years of these programs is elemental to 
understanding how other moving parts in the programs has operated since. The subsequent 
information in this section arose in the course of the interviews, especially with administrators 
and coordinators who have been connected with the immersion programs since their creation. 
Though not necessarily private information, it is data that is not published on the website or in 
marketing materials.  
Table 3 (below) highlights the main schools which are discussed in this study. The two 
Spanish immersion schools were eventually combined into the latter, Johnson Elementary. 
Table 3 
Language Immersion Schools 
School Name Grades Taught Target Language Other 
Curriculums 




Pre-K-3 Spanish New Technology 
Johnson Elementary Pre-K-6 Spanish Global Studies 
Magnet 
 
Started in 2006, with a pre-school class, the Chinese immersion program was the first 
language immersion program in its district, and originally was destined to be in an adjacent 
district where the local university is located. However, when that district delayed its plans, 
Lamar School District stepped in and established its program at an elementary school close 
to their shared border. Billed as a way to bring China to Lamar, this was a feather in its cap 
and enabled it to attract students from all around the area. Even students in the English-only 
program received 30 minutes of Chinese instruction every day. Within a few years, an 
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International Baccalaureate program was implemented concurrently with the language 
immersion program. 
From the beginning, with the help of the local university, Chinese teachers were 
recruited directly from China on three-year contracts and existing district teachers were 
used as the English-only teachers at Cedar Ridge Elementary. Part of the allure for the 
Chinese-trained teachers was that they would concurrently do a Masters of Arts in 
Education at the local university. The university has always played a key role in not only 
recruiting teachers, but also helping further train them, mentor them to be successful in an 
American public school program, and help guide the curriculum to be as strong as 
possible. 
The Spanish immersion program began one year later, 2007, in Franklin Elementary, 
with very few resources, but strong advocates within upper administration. Like the 
Chinese immersion program, it located itself near the more progressive and affluent 
neighboring school district so as to better attract those families. Lacking support from within 
that school, after a couple of years it was moved to a different school within the district, 
Appleton Heights Elementary, with a bilingual principal who was a strong believer in 
immersion education. This school had both a traditional English-only program and the 
90/10 Spanish immersion program. As the program grew and grades were added, fourth 
and fifth grades were in a separate school, Johnson Elementary, for two academic years 
before getting the entire program moved there. The Pre-K through sixth program at 
Johnson is both a Spanish immersion and Global Studies magnet school. 
Unlike the Chinese program, both the Target Language and L1 teachers were all 
recruited locally, mostly from within the district. Started as a pre-K and Kindergarten in its 
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first year with two highly qualified teachers, teacher recruitment and retention of additional 
qualified teachers quickly became a regular hurdle for the school. It has never received the 
same sort of support from the local university as the Chinese program. 
Setting up the Programs: Where, Why, and How 
As both administrators and principals indicated, language immersion programs are 
set up out of need within the school district. This study reveals that there is a lot of passion, 
sweat, and grit from a lot of varying people, but usually the school district needs to attract 
more students and their families in one way or another. The literature indicates (Amendariz & 
Amendariz, 2002; Quintanar-Sarellana, 2004), and this study highlights, that bilingualism, 
through immersion education, is a wonderful way to achieve this while creating a 
multicultural environment. As the school district in this study demonstrates, these are 
schools that are marginalized in one way or another and need to add to their student 
populations. Like many of the students and their families in this research prove, language 
offerings can provide a more attractive curriculum. As principals, coordinators, and 
administrators all consistently indicated, immersion education brings prestige for public 
schools and not only boosts enrollment, but also creates stronger test scores compared to 
monolingual students (Collier & Thomas, 2017; Tedick & Wesely, 2015). 
However, this study points out that a school district’s needs and deficiencies can, 
and usually do, follow the immersion programs through the ups and downs of their 
lifespans. Two key problems that emerged as having plagued these programs from within 
the school district are the sizable program changes from year to year and steady turnover of 
leadership, such as principals, coordinators, and the duties of top administrators. 
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As one district administrator made clear, midsize and above districts with at least 
seven to ten thousand students are the only ones that need to attempt to offer immersion 
programs, as the upward and downward swings of this type of program are not sustainable 
in a smaller district. It was reported that one bad year of enrollment, teacher recruitment, or 
political-cum-business problem can cause the whole program to crash. Administrators and 
coordinators provided the insight that a program must be established with a minimum of 
100 students, or the equivalent of four kindergarten classrooms. The reasoning is that there 
will still be about 25 to 50 students in the program by the time they reach high school. It 
was reported that as much or more than anything else, it is crucially important for a 
program to graduate students who began the program at age five. 
As principals and administrators pointed out, choosing the right school building in 
the right neighborhood plays a special role in an immersion program’s growth. It is more 
than just being in a geographically desirable neighborhood or near a major highway or 
commercial center. It was claimed that the teachers, administration, and staff at the school 
building must buy-in at the ground level and support it wholeheartedly. Several 
interviewees reported that the Chinese immersion program immediately found a permanent 
home at Cedar Ridge, the school building where it was originally placed, and the immersion 
program was begun side by side the English-only program. For decades, this school had 
been a well-run school in a pleasant tree-lined, middle-class neighborhood on the north side 
of the city where many veteran teachers liked to get placed. Geographically it is in a 
favorable location that is equally accessible from different parts of the city and its 
surrounding towns. It has 17:1 student-teacher ratio and a 71% teacher retention rate. 
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Cedar Ridge had previously been a K-5 building. As described in interviews, the 
principal was told that her school’s curriculum was being transformed in the upcoming 
school year, and she embraced it wholeheartedly and the work it would take to unite the 
old guard of teachers with a new set of teachers from another language, culture, and 
educational system. In the second year of the program, seven of the English-only teachers 
retired and their replacements were not all aware that it had been changed to a mixed 
school of English-only and Chinese immersion. Reportedly, because not all wanted to be 
there, there was a mix of happy and unhappy teachers. As a principal and a couple of 
administrators indicated, these teachers quickly realized that the new Chinese immersion 
curriculum would bring additional prestige and clout to an already good school. Therefore, 
as reported, English-only teachers continued to want to be placed there, and stay there, as 
the immersion program continued to grow over the years. As a result, the program not only 
stayed in this building, but it became a Chinese-only school while expanding to pre-K 
through 8. 
In the case of the Spanish immersion program, administrators and former principals 
familiar with its beginnings explained that it had the opposite luck with school buildings. The 
original choice of Franklin Elementary was done much the same way as with Cedar Ridge: an 
easily accessible school near more affluent neighboring towns. However, as it was 
described to the researcher, the staff and teachers never seemed to truly want it there, so it 
was always like a white elephant in the room. After a year, the district had the good idea 
to move it from Franklin to Appleton Heights Elementary, a neighborhood school with 
declining enrollment and arguably in a part of the city that would attract more native 
Spanish-speaking families. As highlighted by those instrumental in its move, this would 
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enhance the allure and quality of the program. Additionally, Appleton Heights had a 
native Spanish-speaking principal who was a strong advocate of immersion education. 
Though it appeared on paper that the program had found its rightful home in the 
district and would thrive, a couple of interviewed subjects indicated otherwise. It was 
reported that the original teachers at Appleton Heights were resistant to the idea of housing a 
Spanish immersion program, or perhaps of just change in general. Therefore, from its start at 
that location, it had a school within a school problem. It became an English school versus a 
Spanish school, which sowed seeds of distrust among the faculty, staff, and administration. As 
will be later illustrated, it was said that this created a bad foundation for continuing to build 
the program with quality teachers who would stay in the program.  
Nonetheless, the program continued there until the first cohort of students reached 
fourth grade, at which time they were moved from Appleton Heights to Johnson Elementary. 
For two years, the Spanish immersion program continued as pre-K through three at Appleton 
Heights and 4-5 at Johnson, then the whole program moved to Johnson. In the meantime, the 
Appleton Heights principal, a strong advocate of immersion education, retired and a new 
principal with no specific language background or specialized training was put in place there. 
Johnson Elementary also received a new principal, specifically selected for the position, so 
that seemed to be a move in a productive direction as far as changing buildings again. To this 
day the Spanish immersion program continues at Johnson and is pre-K through 6, with a 14:1 
student-teacher ratio and 71% teacher retention. 
Roles of Teachers and Administrators 
Another issue that emerged from the interviews was that a key element to establishing 
a program that will last over time and a school district’s evolving priorities is recruiting the 
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appropriate caliber of teachers and administration from the beginning. How exactly can a 
school district successfully recruit their L2 teachers? How will they move the appropriate L1 
teachers into place within the program—or hire new ones—who will appreciate the tenets 
of immersion education and work fluidly with the L2 teachers to build and sustain a strong 
curriculum that successfully creates bilingual students? 
For the Chinese program, all administrators, principals, and coordinators expressed 
there was always a reliable plan to recruit and train teachers directly from China. It was 
reported that the school district worked with the Confucius Institute (Chinese language and 
culture institute) at the local university and a Chinese consulting company to locate and hire 
early-career teachers who were willing and capable to teach Chinese as a second language in 
an English-speaking school on a three-year contract. Part of the success of this model, it 
was claimed by district administrators and coordinators, was that the complete cost for 
each teacher was a very affordable $35,000. Later, per interview data, to distance the 
connection with the Confucius Institute and any assumption that China was controlling 
curriculum in U.S. schools, the entity within the Confucius Institute that undertook this 
hiring and placement was renamed the Chinese Language Teacher Certification Program 
(CLTCP). 
The key informants regarding Spanish immersion explained that their program 
never seemed to have the same organization and luck with getting qualified teachers in 
place. Interviews with key people in its creation and implementation said that it came 
quickly on the heels of the Chinese program and without many resources. A substantial outlet 
for finding good teachers who could support the program seemed to be one resource that was 
lacking. They reported that at the beginning of the program, good Pre-K and Kindergarten 
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teachers were in place, but finding others who could match their language and teaching skills 
quickly became a problem. It was suggested that their school was in a state with a history of 
strong unions and teachers with inferior Spanish skills (i.e., only a college minor in Spanish) 
were allowed to be the lead teacher in a classroom. This lack of TL teachers with the necessary 
skills is not an uncommon problem for immersion programs (Cammarata & Tedick, 2012). 
Additionally, as established previously while discussing the selection of a school site, the 
English-only teaching partners felt forced to be there as opposed to wanting to be there. It 
was said that they did not like sharing their students with the Spanish side of the school 
day. However, it was revealed that these same teachers felt at home in this school and had 
no interest in changing schools. It was claimed that this quickly became an issue of retaining 
teachers who should not have been retained. 
As far as administration was concerned at the time of these program’s beginnings, 
the data collected suggest that there was a very supportive superintendent in place and a 
senior administrator with a strong background in linguistics and experience in immersion 
language teaching. For example, the Chinese immersion program immediately had a 
principal with a fluid and solid grasp of how to make the program successful. Though 
specific information was not shared about the original Spanish immersion principal, it was 
conveyed that the whole first school building did not want the program there. The quick 
move to the second building, and a principal completely invested in its success, was 
important in not losing the program altogether. 
Training and Implementation Processes 
It was found that for the Chinese immersion program, the associate director of the 
CLTCP and several administrators from the school district would travel to China to meet and 
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train these teachers how to teach in a middle-America school district. Originally, this was an 
intense two-week session in China before the teachers would move to the U.S., but later 
became a month-long training in the school district on local soil. District administrators and 
coordinators shared that there was an immense responsibility to get these teachers ready to 
teach in a largely underprivileged school district in an urban area where there was a very 
different pedagogical approach to education as to that normally done in China. 
Consequently, as may be no surprise, it was reported that many of the Chinese teachers did 
not feel ready or confident to be the official teacher of record when they arrived to their 
classrooms. They still needed plenty of time to acculturate to the country, but especially to 
their roles as a teacher. It was claimed that many of these new teachers felt that their worlds 
had been turned upside down. For example, principals, administrators, and coordinators 
alike said that the Chinese teachers were accustomed to scripted lesson plans, so in the U.S. 
they had to learn to create their own lesson plans and pace themselves appropriately. 
Additionally, there was not a different home room teacher to help with discipline, so they 
had to find a way to manage their classroom within the American system. It was noted that 
Chinese teachers have a different order of discipline, such as sending the student to the 
office more quickly than American teachers. 
It was found that there was an on-site coordinator directly dedicated to the Chinese 
immersion program for several of its early years, and this position served as a direct 
conduit between the school district and the teachers. It was reported that this job was 
transitioned into a different position as more curriculum was added to the school as a 
whole, and there has never been another immersion coordinator dedicated solely to the 
needs of the immersion program. 
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Consequently, it was found that Chinese teacher meetings were implemented as a 
way to integrate the language with the curriculum and help the teachers feel more at home 
and on task. These meetings were described as a safe place for the teachers to voice issues 
and solve problems, such as getting supplies for content areas in Chinese, manage cultural 
differences, and understand directives from administration. Nonetheless, this training and 
implementation process was established, provided capable Chinese teachers, and met the 
program’s goals. It was reported that this has been adjusted over the years to be more 
streamlined and effective, such as using a federal Department of Education grant, the 
Teacher and School Leader Incentive Program, in order to better promote teacher and 
principal professional learning, incentivize recruitment, and provide further supports for the 
teachers. 
For the Spanish immersion, just about everyone interviewed mentioned that the 
teacher training was not nearly as systematic. Interviewees reflected that teachers were put in 
place, with varying levels of experience and proficiency in Spanish, and more teacher 
training was typically needed. Over time, though professional development was regularly 
done for both the L1 and L2 teachers, former principals and administrators reported that there often 
seemed to be a disconnect between the school district’s goals for the program and the teachers 
within the schools. As reported, a lack of trust between some of the teachers and 
administration, especially those who taught the English side of the curriculum, continued to 
persist and affect the training and implementation of the program. Another salient point that 
was shared was that a number of the Spanish teachers were used to teaching it as a foreign 
language and not in an immersion program with complete L2 literacy as the goal. Therefore, 
as reported by principals and administrators alike, these teachers did not feel the need to 
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speak Spanish all the time to the students or demand that the students be completely 
enveloped in the language and culture. Principals pointed out that it was not uncommon to 
enter L2 teachers’ classroom and find the teachers speaking English instead of Spanish. 
However, when one former principal was asked about budget for resources, it was 
explained that once the Spanish immersion program became a magnet program, grant 
money made it possible to put a program coordinator in place and focus more directly on 
teacher training and their needs. Though the training was quite limited in the initial years of 
the program, the coordinator and later principals conducted needs assessments that showed 
gaps in teacher knowledge and experience. As a result, principals explained that teachers did 
more training with the Center for Advanced Research on Language Acquisition (CARLA) 
and the American Council on the Teaching of Foreign Languages (ACTFL). Consequently, 
as reported, this training added a level of seriousness and rigor to the teaching and the 
program as a whole and, later on, the Spanish immersion program also received support 
from the Teacher and School Leader Incentive Program grant that the rest of the district 
enjoyed.  
Curriculum and Assessment Choices 
Administrators reported that at the inception of each program Chinese and Spanish 
would each have a different split between L1 and L2. Since Spanish is from a Western 
culture, done in Roman characters like English, and the vast majority of students had little to 
no background in Spanish, 90 percent of the day would be spent in Spanish in kindergarten, 
then incrementally less until it reaches 50/50 in fourth grade and biliteracy is fully 
achieved. As an administrator and former coordinator explained, Chinese would be done 
differently. Since the lettering system is so vastly different and the words do not have any 
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Latin roots or cognates with English, it would be done in the 50/50 model. This is quite 
consistent for one-way Chinese immersion programs in such a demographic and without 
many heritage speakers (Collier & Thomas, 2017; McKeon, 1987). Considered a good split 
by both a former principal and coordinator, that balance allows adequate exposure to the 
TL while still building necessary literacy in the L1. These educators confirmed that this 
50/50 format still continues as such to this day. 
However, after an initial period, administrators and former principals reported that the 
school board decided that the Spanish program should change from 90/10 to 50/50 as a way 
to better accommodate students who did not have much background in Spanish when they 
entered the program, to raise the standardized test scores of students in English, and to 
improve overall literacy in English. In fact, as an effort to get Appleton Heights Elementary 
off of a priority school list for the bottom five percent of schools due to its standardized test 
scores, principals reported that the Spanish instruction dipped to about thirty percent of the 
school day for about a year. As detailed, though this allowed the school and the district to 
improve the state standardized test scores in English, it caused it to fail in its mission as a 
Spanish immersion program. As a coordinator and district administrator explained, this led 
many families to pull their children from the program, but this has since been corrected and 
the program is now once again on the 90/10 model. 
In the interviews, just about all of the principals and coordinators complained that 
both of these programs have suffered the same curricular issues that language immersion 
programs far and wide have faced for decades: there are simply not enough materials in the 
L2 to fill every school day and the necessary homework (Lindholm, 1990). Therefore, as 
the former leaders of these programs explained, the teachers turn into materials creators, 
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translating and adjusting a plethora of lesson plans so that their students are using 
authentic texts in the TL. Also, they further elaborated, both programs have struggled to 
balance the L1 and L2 in the content areas. At times there has been an overabundance of 
certain content (i.e., Math), but a complete void in other areas (i.e., Science). At its core, 
explained the former Chinese immersion coordinator, this could be a communication issue 
between teachers, or possibly a struggle of egos about who gets to teach what. 
Additionally, as suggested in another interview, it could be a planning problem that starts 
at the district level, and then continues at the school level.  
Regardless of where it starts or how it seems to continue, principals and 
coordinators indicated that many of the students do not receive equal instruction in the 
various content areas. Also, as one veteran in the school district pointed out, the grade-
level benchmarks are not regularly followed by teachers, especially the Chinese teachers. 
The consequence of this behavior is that where a group of students finishes one year is not 
continued fluidly at the beginning of the next academic year. As a consequence, reported 
several interviewees, some students repeat the same material for two or three consecutive 
years, while others never get exposure to some content at all. 
Student assessment in the TL also came up as a problematic area in both programs in 
several interviews. As explained by everyone interviewed, just like in all parts of the 
district, both immersion programs are responsible for doing AIMSweb testing to assess 
reading, math, spelling, and writing, as well as Developmental Reading Assessments 
(DRA) to specifically determine a student’s instructional level in reading. However, the 
concern was expressed that both programs have suffered from not having enough regular, 
and consistently reliable, testing in the L2. The immersion coordinator explained that the 
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Spanish program uses LASLinks to initially test students in Spanish ability, though it took a 
number of years to do AIMSweb and DRAs in Spanish. For years, as the interviewee 
explained, though students were spending most of the day in instruction conducted in 
Spanish, they were taking benchmark tests in English. A logical disconnect was present 
and questioned how the curriculum and teaching could be assessed and adjusted when no 
solid data was being delivered about students’ abilities in the L2. However, as reported by 
the coordinator and former principals, both of these regular assessments were later 
conducted in Spanish. 
In the Chinese program, several people instrumental in the early years of the 
program explained that there was very little regular and dependable assessment in Chinese. 
As reported, TL teachers developed their own informal, formal, and holistic measures to see 
how students were progressing in Chinese, but AIMSweb and DRAs were done in English. 
The consequences of this were that students were not held accountable for their learning, 
teachers were not held accountable for their pedagogical techniques, and the school did not 
exactly know how students were progressing in the L2. One interviewee in particular 
pointed out that this lack of assessment has long been a problem in the Chinese immersion 
program, when in reality it should provide a dependable x-ray of the program as a whole. 
As this educator further explained, many were reluctant to add more stringent assessments 
in Chinese because it brings into question the quality of teacher instruction, curriculum as a 
whole, and the principal’s leadership abilities. Consequently, as stated by several veterans 
of the Chinese immersion program, for about 14 years the program has continued without 
seriously knowing how much Chinese the students are really mastering from one year to 
another. As was mentioned with curriculum, several interview subjects confirmed that this 
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causes students to be under-taught the language repeatedly for many years in the program, 
leading families to leave both the school and the district, and teachers to leave the program. 
Program Maintenance 
Interviewees pointed out various challenges that arose over the years that challenged 
each immersion program. A district-wide pay freeze that lasted for upwards of five years 
was one factor that hindered the hiring and retention of teachers (except those recruited 
from China). Administrators and principals, in particular, noted that good teachers would 
often get hired away by a local school district with more financial means. Also, a change in 
administration, especially the superintendent, caused the focus to be realigned and certain 
details about the program’s management to be changed. Also, as detailed by several 
principals and coordinators, the school’s principal can have so much influence on the 
culture and climate within the building. One former principal pointed out that being very 
visible and present around the school building reaffirmed to the students, teachers, and any 
parent volunteers or others in the building that her focus was on the student learning. As 
noted in certain interviews, some school and district administration were a custom fit for 
their positions in a language immersion program, while others were placed there because 
they excelled in other areas. 
Interview subjects highlighted the fact that both immersion programs had years when 
each elementary school was divided among two different buildings, thus causing a split in 
focus, separating the teachers, and having two principals govern each program.  These 
school leaders mentioned that the immersion programs had a lot of competition with other 
curriculum in the same school building. A few years after beginning, the Chinese immersion 
also became an International Baccalaureate (IB) World School where teachers had to focus on 
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four main tenets: international mindedness, the IB learner profile (i.e., inquirers, thinkers, 
risk-takers, communicators etc.), a broad curriculum, and varied approaches to teaching and 
learning. As explained by former leaders of the program, due to the available budget in the 
Foreign Language Assistance Program grant, this is when the position of Chinese immersion 
coordinator became IB coordinator. 
Similarly, the Spanish immersion program also became a Global Studies magnet One 
World school, splitting its linguistic focus with a curriculum of global and intercultural 
issues. On paper it makes perfect sense to add a level of international mindfulness to language 
immersion schools, said one interviewee, but it often can dilute the school’s focus. Most 
importantly, as several familiar with the program explained, it adds immense pressure on 
the teachers to fulfill numerous curricular goals each school day. 
The interviews illustrated that the two-tiered curriculum of each school was a lot to 
maintain on a regular basis. Since both programs have had a rule for the majority of their 
existences that allows any student to enter the immersion program at any grade (Spanish 
immersion now has students take a test after first grade), L2 teachers already had to teach to 
multiple linguistic levels in the same classroom. As administrators, coordinators, and 
principals all confirmed in the interviews, adding in another full curriculum took away even 
more time from the language immersion goals. It was highlighted by interviewees that 
teachers could teach the IB and Global Studies curriculum in the TL or the L1, but then that 
takes time away from the regular content areas of math, science, social studies, reading, 
writing, and technology skills. As a result, the maintenance of the programs were challenged 
by the additional curricular programming, instead of being fortified by them. As one 
principal noted, it added to a deepening feeling of not getting anything done fully. 
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Data from Surveys 
Below are the major themes from the teacher surveys: 
x Not enough resources and TL materials 
x Not enough training in immersion education 
x Want more professional development 
x Not enough time 
x Need changes in assessment of TL and TL content 
x Too many competing objectives in the programs 
All responses indicated a strong affinity for teaching and working with children, but 
20% of TL teachers mentioned that they did not like interacting with students’ parents. 
80% or more indicated that they do feel stress from teaching in a public school and 67% 
of both groups agreed that they do not have all of the resources they need to do their jobs 
effectively. Though almost everyone agreed that they like teaching in a language 
immersion program, over half of the TL and almost 70% of the L1 teachers felt they did 
not receive specific training to better help them teach in a language immersion program 
when they were first hired. Furthermore, when asked if there could have been more 
regular professional development for language immersion, 60% of TL teachers and 83% 
of L1 teachers agreed. 
Some of the questions touched on the linguistic and cultural nature of the work. 
Both sets of teachers like foreign languages and enjoyed studying it in college, but a third 
of the L1 teachers do not like traveling to countries where their English is not dominant. It 
goes without saying that this is a curious result for people who work in a multicultural 
program that aims to create biliteracy in its students. The TL teachers affirm that they 
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enjoy immersing the students in another language, but both groups agree that teaching in an 
immersion program is more difficult than a traditional program. Of the TL teachers, 47% 
strongly agree, 26% agree, and 50% of the L1 teachers agree. However, the vast majority of 
both (93% of TL) disagree that immersion teaching has added to the desire to leave 
teaching, while 93% of TL and 83% of L1 feel that teaching in an immersion program will 
be the highlight of their careers. As a final statement on this, 87% of TL teachers and 
100% of L1 teachers feel that their immersion program is worthwhile and should always 
be a part of the district’s programming. In fact, 83% of TL teachers feel that they are 
contributing to the L2 success of their students. 
As for the ability of the students when they begin the school year, 80% of TL 
teachers agree that students have enough of the TL to succeed at grade level, and 93% of 
TL and 83% of L1 teachers agree that the students have enough content to be successful. 
However, about 20% of L1 teachers strongly disagreed with this last assertion. Together 
with the 20% of TL teachers who do not feel their students have enough of the TL to be 
successful, this points to the fact that there is a solid part of the student demographic that is 
struggling and requires more teacher attention. When the question of amount of class time 
to teach was raised, most felt that they did not have enough time to teach all of the 
students in front of them. Fifty percent of L1 teachers and 60% of TL teachers did not feel 
they had enough time to teach content. Of course, the TL teachers are taking into account 
that they are doing it in the second language that they feel 20% of the students are behind 
in. Additionally, 40% of TL teachers do not believe that they have enough time to teach 
the language itself to students. 
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Regarding curriculum and assessment, 93% of TL teachers feel it is difficult to find 
materials in the second language, and the vast majority of both teachers (80% TL and 83% 
L1) feel changes should be made to assessment procedures, especially between the L1 and 
L2. Ultimately, 67% of the TL teachers feel there is not enough assessment done solely in 
the L2. Tied to this is the fact that 93% of TL and 83% of L1 agree that there are too many 
competing objectives in both language immersion programs. Most of the teachers agree 
that it is positive to have a partner teacher to share the students with, but about half of the 
TL teachers find it more difficult to cover the necessary curriculum while collaborating and 
sharing with a partner teacher. 
On the topic of support within the school, most teachers expressed the opinion that 
more could be done to help them get their jobs done. About 50% of both groups do not feel 
they have enough instructional support within the school, and 80% of TL and 100% of L1 
teachers want more support staff such as paraprofessionals and instructional assistants. 
Regarding teachers, instructional assistants, secretaries, and principals—53% of TL and half 
of L1 teachers felt that this staff did not have sufficient training in immersion education to 
help support the mission of creating biliterate students. In an interesting statistic, about 70% 
of TL teachers did not feel supported by the school district to fulfill the immersion 
objectives. 
However, on the L1 side, only 17% felt this way while 83% did feel enough 
support. Perhaps the over 90% of TL teachers who did not feel they had appropriate L2 
materials played a part in this statistic. 
On the theme of teacher movement, about a third of both groups consider leaving 
their immersion school during the course of a school year, and about half of each 
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consider leaving teaching altogether. Within this number, 27% of TL teachers strongly 
agree with abandoning teaching, which points to the fact that perhaps they have other 
career opportunities outside of teaching. Regardless, a large percentage say they will leave 
the teaching field before retirement age. Sixty percent of the TL teachers feel this way, but 
only a third of the L1 teachers. This speaks to the cultural divide between the TL 
teachers—many of whom are from China—and American monolinguals. 
Open-Ended Comments 
The first group of comments that will be discussed are the suggested changes that 
teachers made about the program. First and foremost, teachers would like to be included in 
district discussions about curriculum, assessments, professional development, and the 
overall direction of the program. As stated in the survey item results, teachers want more 
instructional assistants, funding for professional development, and curricular support. 
Some felt that the immersion curriculum needs to be more thoroughly researched and 
committed to instead of supplementing with additional curriculums and programming. It 
was noted that the Chinese curriculum in particular needs double the support than other 
languages, including not using young interns as teachers of record in their first year. 
Connected to this, teachers commented that they feel the burden of allowing students to 
enter at any grade. There needs to be more systematic assessments in the TL, especially the 
content areas, and more time for L1 and L2 teacher collaboration. Finally, along with more 
parent education about immersion education, it was mentioned on the Chinese side that 
having an onsite translator or coordinator who speaks Chinese would be helpful. 
Some changes have been implemented over the years, but the changes were not 
seen as helpful by the teachers surveyed. Teachers wanted more buy-in about multiple 
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changes suddenly done to their program, such as switching the immersion schedule to 
every-other-day as opposed to a 50/50 daily schedule. Adding English-only assessments 
and specialist teachers (i.e., art, music, P.E.) who only speak English, as opposed to 
training TL teachers to do it, was also seen as not beneficial for the program. 
As far as positive changes that were made in the programs, many responses did 
indicate that the amount of professional development was increased as well as having more 
teaching materials in the TL. The teachers reported that it was positive that teachers move 
up grade levels with a group of students, as well as having more principal observations in 
the classroom. Over time teacher interaction improved, student enrollment increased, and 
programs like the summer institute allowed more exchange between L1 and L2 teachers. 
Key Findings 
 Of all of the data that were collected from both the interviews and the surveys with 
L1 and TL teachers, the following is a summary of findings that most affected teachers’ 
recruitment, daily routines, and ultimate retention in the immersion programs. 
x The creation of a dual immersion program must not be rushed 
x There must be sufficient and reliable materials in the TL 
x The immersion curriculum cannot be diluted with additional major curricular plans 
x L1 teachers, TL teachers, and all school staff need experience in immersion education 
x Grade-level schedule and pacing guides of curriculum 





CHAPTER 5: CONCLUSIONS & IMPLICATIONS 
In this section, through what the data say and the triangulation of the data, the 
research questions are answered. Through construct identification techniques, key themes 
emerged from the semi-structured interviews which then focused the creation of the survey 
questions. Consequently, those original themes were tested through the survey instrument, 
then those results and the researcher’s inferences were triangulated with appropriate data 
and trends in the immersion programs and school district.  
Overview 
The results of the interviews and surveys made clear that the teachers in the Lamar 
School District are largely enthusiastic about and supportive of the immersion programs, 
but also that these teachers need positive, rewarding experiences in their regular work 
routine. Most of the L1 partner teachers probably never envisioned that they would teach in 
an immersion program, but instead of leaving the school or district, most made the best of 
it out of their dedication to and love of teaching. The two immersion programs are quite 
unique to each other, as were the subjects who agreed to be interviewed. Of the ten 
interviews, about half could be considered language specialists, and three of them are 
bilingual. The others found themselves appointed to their positions due to their other talents 
in the field of Education, which reflects the can-do spirit of the school district, though it is 
very important to have leadership that is part of the TL (Baldwin, 2018). 
The two programs were established, as many are, out of love and effort – and a need 
to add students to the school district. This district of around 10,000 students was just big 
enough to handle and maintain them over the years, through ups and downs. A much 
smaller district in a more rural part of the state had a Chinese immersion program for a 
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few years, but when the superintendent and other administration changed, it fell out of 
favor, lost the district's support, and was terminated shortly thereafter.  
Both the interviews and surveys reflected that teachers have regularly had to react to 
many changes within the district, which has added stress to their jobs. The curriculum is 
influenced by student populations, their characteristics, and district resources (McKeon, 
1987), and one-way programs, like Lamar’s, need to be especially careful to construct a 
well-planned, multifaceted curriculum (Egan, 2007). The addition of more curricular 
programs, IB and Global Studies, in the early years of each program added to the teachers’ 
workloads and caused further balancing issues between language immersion goals, TL and 
L1 needs, and perennial issues such as raising state standardized test scores. Conversely, 
losing dedicated teachers such as music, physical education, and librarians meant that these 
teachers were then expected to absorb these into their regular routines as well. Even the 
programs’ homes, the school buildings, were subject to uncertainty and change as some 
grades were moved elsewhere some years. All in all, it diluted the mission and distracted 
students and teachers from the linguistic goals of using content-based instruction to 
become biliterate in two languages and learn necessary content. 
The preparedness of teachers is another theme that is key to a program’s success 
(Cammarata & Tedick, 2012). The Chinese teachers at Cedar Ridge provided were capable 
of teaching the TL, but acculturation issues took time to manage in the classroom and with 
their partner teachers. The fact that some teachers were never able to adjust their styles and 
fit into the program’s expectations was a net negative for all involved. 
As for the Spanish immersion program, interviewees repeatedly noted that 
dependably hiring qualified and capable TL teachers was a nut that was never ever 
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cracked with any consistency whatsoever. Different techniques were tried, such as 
attending a hiring fair and adding a $2,000 hiring bonus, but it did not easily yield new 
teachers. As one former principal said, “No matter good intentions and whatnot, it was 
still zero of zero.” Additionally, during these years in the school district, there was an 
ongoing pay freeze that limited how much human resources could offer new candidates. 
Consequently, long-term substitutes and blending grade levels became regular 
workarounds for this program, which are flimsy quick-fixes that do not honor the 
curriculum as it was meant to be executed. In the former situation, the partner teacher is left 
with a disproportionate load to carry in regards to content. In the latter, larger class sizes 
and trying to successfully teach content and literacy to two grade levels simultaneously is a 
Herculean task. In addition to not having enough instructional assistants and 
paraprofessionals to help them fulfill the curricular requirements, the teaching component 
of the Spanish immersion program regularly tried to make up ground. 
Though the teacher survey responses clearly showed that there were issues that 
affected their teaching on a daily basis, there was not immense attrition and turnover. 
Though a majority expressed that they consider leaving teaching every year, only about 
35% consider leaving their immersion school. The attrition rates of the Chinese intern 
program are very manageable and similar to attrition rates of internship programs in 
general. Overall, although almost 70% of TL teachers replied that they did not feel 
supported by the school district to fulfill the immersion objectives, the constant proactive 
spirit of the immersion principals, coordinators, and upper administration in regards to new 
and better professional development had a positive effect in retaining these key educators. 
The majority of the teachers from China fulfilled their three-year contracts. 
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Students’ mastery of their L1 was also an issue. In a one-way immersion program 
where the vast majority come from the same L1, it is important that all students have a 
proficiency in the L1 that is strong enough to study content and language in the L2 
(Lindholm-Leary & Genesee, 2014). This was a problem that a former Spanish immersion 
principal faced and, therefore, subsequently lowered the amount of daily Spanish in order to 
improve literacy and test scores in English. Additionally, allowing students to start an 
immersion program after first grade lessens that student’s chances at success and biliteracy 
(Lindholm-Leary & Genesee, 2014) and has a negative effect on the surrounding students 
and both the Tl and L1 teachers (Alanis & Rodriguez, 2008; Palmer, 2010; Snow & 
Brinton, 2017). In Sum, these are curricular issues that teachers would like to see 
investigated and accounted for as a program is being planned and initially implemented, 
not many years into its existence. 
Problems/Disappointments 
Several interviewees highlighted the fact that the rigor of both programs was greatly 
reduced by not having limits on when students could begin the programs. In an attempt to 
attract as many students as possible, the school district allowed students to begin at any grade 
without having any background in the TL. This puts an enormous amount of pressure on the 
TL teachers and, with thirty students in the classroom, causes them to teach to the lowest 
common denominator (i.e., the student with the least knowledge). As a result, this causes 
many of the other students to get bored and misbehave, and worse, eventually leave the 
program altogether. (NB: the Spanish immersion program now does an interview with any 
student beginning in second grade or after in order to prove that they can keep up 
linguistically and academically with the rest of the class in the TL.) 
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As for the Chinese program, one of the biggest problems was putting a teacher from 
another country, with no exposure to poverty or low-income living, as the teacher of record 
within a month of arriving in the country. It created a very challenging cycle for the entire 
school. The first year would be difficult to get them acculturated and working well in the 
program and with their partner teachers. Then the second year would usually be very 
strong, as they would understand better how to balance classroom management and the 
teaching load. However, by the third and final year, the Chinese teacher would often times 
begin looking for jobs elsewhere and would gradually begin to emotionally detach. Then the 
cycle would begin again the next year with another new teacher. 
Some Chinese teachers had issues teaching effectively due to their beliefs and values 
systems. Instead of engaging a student-centered classroom, they talked at the students for 
long periods of time. Conversely, they did not have high expectations of the students and did 
not challenge them to produce in the foreign language. As a result, students could happily 
fulfill this role and not provide effort in the TL. 
The teachers who typically struggle are those who are inflexible and refuse to change 
their expectations. They typically believe that the problem belongs with the students and 
cannot see that at least part of the problem is rooted in his or her actions. As one veteran 
administrator stated, “Once these teachers are able to let go a little bit, they start finding 
success, build positive relationships with students, and really start learning.” However, when 
they refuse to do things differently than how they were taught, they continue to struggle and 
usually withdraw from the program. This interviewee added that those with teacher 
experience in China could have more trouble changing and being flexible. 
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The English-only teachers needed more linguistics and cross-cultural professional 
development when the programs first began and when first placed in the immersion 
programs as a L1 partner teacher. On the whole, these are teachers who had always taught 
in a certain way to a certain group of students, and now were a part of a multicultural 
language program and working with bilingual teachers of varying backgrounds. More 
emphasis was needed on Sociocultural Theory and less on Behaviorism. Cultural 
competency, especially the ability to understand, communicate, and read nonverbal cues, 
was lacking for many when the programs first began. Also, many of these teachers had 
trouble working collaboratively with the TL teacher, especially those newly in the district 
from China. They often took the role of a parent and felt concerned that the curriculum was 
not being fully taught in the other classroom. However, it was noted by several that those 
who had worked previously with student-teachers collaborated better with their partner 
teachers. 
Finally, school and district administration support is very important. When there is 
a lack of support and leadership, or gaps in the overall curricular understanding, from 
administration, it is hard to keep the program going and everyone – teachers, students, and 
parents – feel the lack of value. Though this school district has traditionally given strong 
support to the programs, changes in one administrator’s duties from one school year to the 
next had noticeable effects on the day-to-day running of the programs. 
Successes 
This school district’s successes are very clear. It is an urban school district with 
strong language programs. Cedar Ridge Academy is now purely Chinese immersion from 
pre-K through eighth grade, in addition to recently going through a major building 
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expansion that was part of a bond initiative voted on and approved by the city’s citizens. 
Johnson is pre-K through sixth grade Spanish immersion with an English-only possibility 
in fifth and sixth grades.  
Furthermore, as one interviewee put it, “We brought Chinese to the hood.” It was a 
pioneer program and brought distinction to the school district in a time when it was 
bleeding students to other school districts. It has continued to evolve and, for example, the 
Chinese teachers are now residents from the U.S. Instead of immediately being the teacher 
of record, now they are interns with mentors during their first year and get to experience 
some full-time substitute teaching in the school before having their own classroom in the 
second year. 
While other programs fade and burn out, these programs have been sustained for 
over a decade and have now begun to graduate their first groups of pre-K students from 13 
years ago. Also, it boosted its numbers by poaching students from the local school district 
that has robbed so many of its students, and then gone on to retain these students and their 
siblings in the district.  
The Spanish program was created with one teacher and minimal resources and has 
continued to create bilingual students. Both programs raised state standardized test scores, 
as well as raised the entrance scores for kindergarten students. Parent involvement also 
increased not just in these programs but throughout the entire building that the immersion 
programs have been in. As a whole, the programs have proven to be a positive for the 
community and have attracted new families to the city and the school district. To add to 
community cohesion, these immersion programs have helped provide a through line from 




There are some limitations to this study. It only dealt with two immersion 
programs, in three school buildings, and in one school district, though the programs were 
in different languages and had somewhat unique structures. Part of the reason for this was 
having a limited budget for travel. Additionally, the sample size was not extremely large. 
Though there were a fair amount of qualitative interviews, 10, the surveys numbered 31 in 
total between both TL and L1 teachers. 
The researcher works in the same school district and has had two children in the 
Chinese immersion program in the past, so is not a completely neutral observer. Hence, 
there are certain insights and knowledge about the immersion programs from having been a 
parent and from being a current teacher in the district.  
Although there were some school data from both the state and the local school 
district, it was not comprehensive. The researcher was not provided data about when 
students began and finished the language immersion programs, nor were there batches of 
specific test scores about their TL performance. The researcher had to rely on teacher and 
administrator holistic evaluations of student ability. Also, though dates were given of 
exactly when teachers were teaching in the immersion programs, it would have been useful 
to know what schools/academic programs they traveled to and from within the district, or 
if they were completely new hires in the district. Also, if certain teachers moved grades in a 
specific immersion program, this would have given insight as to the principal and teachers 
working harmoniously to find the best working version of the program.  
Finally, the whole study was done on the timeframe of just a few months during the 
worldwide pandemic of Covid-19. Although this did not likely change how the surveys 
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would have been conducted under normal circumstances, the researcher would have liked 
to have had the ability to walk through these immersion schools, visit the classrooms, and 
make introductions to the teachers. The last point might have helped to create an 
opportunity to gather more background information. Naturally, personal observation by the 
researcher increases the ability to use multiple sources of data and allows the researcher a 
greater capability to interpret the data (Marshall & Rossman, 2016). Per the interviews, the 
platform that was utilized was fully functional, provided a face-to-face atmosphere, and 
produced a high-quality recording of the session. However, there is nothing quite like a face-
to-face interview to create ambience and the free flow of information that could have then 
led to deeper questioning and, ultimately, a better analysis of the research questions.  
Overall, though useful to other K-12 language immersion programs, and especially 
similar one-way immersion programs, the data and its conclusions are not generalizable to 
all language immersion programs. 
Implications & Recommendations for Further Research 
Based on the research that this study has completed, Table 4 is a succinct list of 











One-way language immersion recommendations: Positives and negatives  
Positives Negatives 
x Research, develop, and follow a 
detailed pre-K through 12 curricular 
plan 
x Partner teachers with no 
background in AL or language 
immersion education 
x Budget annually for the proper training 
and professional development of TL 
and L1 teachers, especially with a focus 
on AL and partner teaching 
x Additional major curricular 
programs that detract daily from 
the language immersion mission 
x Pay TL teachers more due to the 
specific skill set and extra work 
x School district making unilateral 
changes without consulting 
immersion teachers and principals 
x Develop and follow a formative and 
summative assessment plan, especially 
for TL and TL content areas 
x No immersion coordinator 
overseeing the school/program 
x School staff (from classroom assistants 
to the principal) trained in AL 
x Expecting teachers to create TL 
materials and assessments 
 
This research looked at one-way dual immersion programs, which have not been as 
commonly researched as dual-immersion programs, and that has indicated the need for 
further investigations in other areas of immersion and bilingual education. 
As the past 50 years of growth and popularity in language immersion programs 
have continued to prove, the interest in becoming bilingual and biliterate continues to 
become stronger, though the reservoir of qualified – and state-certified – teachers 
continues to be one of the most difficult roadblocks (Carver-Thomas & Darling-Hammond, 
2017; Emery, 2016).  
Hence, as programs are brainstormed and planned, the proper space, time, and 
value for the L2 must be appropriately incorporated. In order to take into account the 
ultimate goals for the students, specific schools where the programs are housed, and the 
district as a whole, a specific curricular schedule for Pre-K through twelfth grade must be 
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created and shared fluidly. Not a haphazard decision; it must be clear why a language 
immersion program matters and what that end result will look like to everyone involved.  
Additionally, the goals and aspirations of the teachers is paramount to school 
success. Their desires and priorities must be represented in the decision-making process at 
all points along the trajectory, especially when one or multiple changes are made from one 
academic year to the next. As the teacher survey feedback showed, teachers feel devalued 
when changes are made without respecting their experience and input. After all, as the ones 
who are working with the students day after day, who is going to be better informed about 
what could potentially work well for the program? For example, adding in an entirely new 
curricular program alongside all of the moving parts of a dual-language immersion program 
is a very risky endeavor that can lessen the value on L2 acquisition. All of the feedback 
about curriculum and available materials speaks directly to the importance of positive 
teacher working conditions (Geiger & Pivovarova, 2018; Gu & Day; 2013). Therefore, it is 
recommended that more research be done on the secondary curriculums that are 
incorporated within language immersion programs (i.e., technology, multicultural studies, 
STEM) and how the needed class materials can be readily available in both the L1 and L2. 
 Incorporating regular and reliable assessment into an immersion program is 
quintessential (Fortune & Tedick, 2015; Lindholm-Leary, 2012; Lindholm-Leary & 
Genesee, 2014), it goes without saying, but it is difficult to balance it between the two 
languages and various content classes being taught. In particular, regular assessment in the 
L2 content is often lacking, which shifts the focus to language-learning outcomes (Dalton-
Puffer, 2011). Both the interviews with leadership and teacher surveys clearly signaled the 
need for a reliable assessment schedule throughout the immersion programs. With such a 
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dense mix of varying student linguistic and content levels, TL goals, and content 
objectives that is typically shared between two teachers in two languages, a very detailed 
outline of formative and summative assessments is necessary. Though some teachers and 
principals may see this as a way to more easily critique the school’s effectiveness, this study 
argues that reliable assessment will better streamline and organize the entire program and 
alleviate teacher stress. Additionally, it will provide regular student progress reports by 
which the curriculum can be regularly adjusted. With a full-time immersion coordinator 
available, the implementation of this testing schedule and assistance in acquiring and 
creating the materials will be much more easily achieved. Therefore, with all of the 
research and information on language immersion programs and content-based instruction, 
it is urgent to have more research on how to better integrate systematic assessment in an 
immersion program, especially as it relates to the content classes. 
Another area lacking in research and knowledge is the L1 partner teacher. Though this 
is a key player in all of the students’ educational outcomes, a clear hiring process of these 
teachers is not always in place. In some programs where all teachers are fully bilingual in both 
languages, all teachers can teach the TL and L1 in one classroom or students can switch to 
another teacher for instruction in the L1. However, it is recommended that there is more 
effort in the hiring, and training process, of English-only teachers who have a background in 
second-language acquisition or immersion programs. Not only is it paramount that they 
understand how their students’ brains are processing the content and languages, but also 
how to present it to them pedagogically. Additionally, on the level of L1 and L2 teacher 
collaboration, this is a unique partnership of academic outcomes that most traditional K-12 
teachers do not encounter. 
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To further this idea, a complete buy-in by the school district needs to be done if an 
immersion program is going to survive and truly achieve its academic goals (Whitacre, 
2015). As was done by the principals of both immersion programs in Lamar School District, 
regular individualized professional development needs to be developed for the entire staff, 
including off-site field trips to other immersion programs. Additionally, not just L1 partner 
teachers, but all faculty and staff need to be experienced and trained in SLA and its 
pedagogy, and as many as possible need to be bilingual in both languages that the students 
are expected to become biliterate in, before they begin work in the program. To this end, 
there is nothing more impressive for students to see than the principal and other educators 
modeling the L2 in their regular work activities. 
Finally, the curricular goals of the program need to be clearly shared with families. A 
13-year-plan of Pre-K through twelfth needs to be clearly developed and made available to 
families the first time they inquire about the program and at every marking period 
throughout every school year. Particularly true in one-way immersion programs like in 
Lamar School District, the benchmarks and goals of a dual-language immersion program 
are unlike anything most families have ever experienced and a full commitment should be 
made before ever entering the program. Like so much in the education field, a school and its 
teachers can only be as successful as the families who raise their students. 
Maintenance is king. Keeping something as good as it was yesterday is arguably the 
most important element to success, and that is never truer than in language immersion 
programs (Palmer et al., 2016). When something is clearly not providing the desired 
outcomes, schools and administration must be swift at changing school policy if necessary in 
order to change with the times. Immersion programs need to reach out to teacher training, 
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modern language, and anthropology departments for help in recruiting appropriate 
candidates to teach in their programs. The key is to recruit teachers who are enthusiastic 
about languages, culture, and learning. Even if an undergraduate student is not an Education 
major with K-12 teaching as their goal, they can be informed of alternate route certification 
programs. Additionally, a clear network of like-minded programs needs to be established and 
regularly updated so that a professional learning community can be easily utilized to help 
schools collaboratively solve problems. 
Overall, one-way immersion programs need an extra dose of support and guidance. 
Since there is not the base of native speakers of the TL in the classrooms and the surrounding 
community, these programs must be ever more calculated about how they plan and execute 
their curriculum. If these programs are not self-advocating, and cheering loudly for 
themselves, then it is likely that no one else in the community will either. 
Conclusion 
This research will contribute to the knowledge base of Applied Linguistics and 
language immersion education because it investigated a school district’s two different one-
way immersion programs in the U.S. Midwest. It is also unique due to the apparent candid 
discussion it created with school leaders, administrators, and domestic and foreign teachers 
in the L1 and two TLs. Many studies of language immersion programs report the 
perspective of the teachers and what they must overcome, but do not get insights from those 
who are developing the programs at the district level. The decisions that are made to create 
and sustain these programs are not haphazard, though they may appear that way at times. 
The background information that informed administration decisions, as well as the interview 
with a former employee who has been instrumental in hiring and training foreign-born 
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teachers, brought a level of knowledge and experience that directly influenced how the 
teacher surveys were created. The recommendations that have been made in this study have 
been enhanced because they were drawn from an array of sources in and around a school 
district in a mixed-methods format.   
The data clearly demonstrated that teachers in these immersion programs were more 
successful whenever there was clear, guided leadership from school and district 
administration and money in the budget for teacher training, teacher mentorship, 
professional development, and appropriate curriculum development. When they struggled, and 
gradually grew more and more frustrated, is when they felt alone to supply their students 
with the needed materials to improve their language and content mastery. Additionally, 
when the district had other priorities, or made program changes without consulting the 
teachers, it hurt educational outcomes in the immersion programs.  
Immersion teachers can only be as successful as the foresight and careful guidance of 
the program laid out before them. This is even true in a one-way immersion program where 
there are few if any native speakers of the TL in each classroom and the linguistic gains are 
even harder to come by. When teachers feel that they are not reaching their students, and 
they get negative pushback from within their program and from the students’ families, these 
teachers gradually lose interest. This study showed that this is even truer amongst foreign-
born TL teachers who are teaching on a three-year visa. Regardless of the teachers’ 
performance, they will be going elsewhere after three years. 
However, many of these teachers do indeed stay in the immersion programs, unless 
they have a limited visa. The attrition rate is very small overall. Some of this is due to the 
relatively strong status of education in this particular state, as well as the strong unions 
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backing them. Like in many states and districts, it could be easily argued that teacher tenure 
allows some teachers to hang around collecting a paycheck after they have stopped 
contributing everything they can. However, most of the teachers stay in these programs out 
of diligence and belief in their cause. These particular immersion programs rose out of 
seemingly nothing in the American Midwest. Minus in and around the large nearby 
university, there are few native speakers of Chinese. In comparison, there are more 
Spanish speakers in the community, but their presence is nothing compared to border 
states like California and Texas. All in all, these teachers believe that something unique is 
being achieved within their school walls and they want to be a part of it. 
Lamar School District began its official quest into dual language immersion because it 
would add prestige, and many more students, to its falling numbers. This is a common story 
that should not ever be discounted. It does not take away quality from any program, but if 
anything this need adds to the desire to succeed. Also, it was clear that if they did not do it, 
some surrounding district was going to. With the right guidance from upper administration, 
this district joined forces with the right personnel at the Confucius Institute, and beyond in 
China, and eventually had grant money and a pipeline of teachers. Like so many apparent 
blessings that appear overnight, the district had to be savvy about the training and placement 
of these teachers, which took time to achieve. Nonetheless, these programs continue a decade 
and a half later because the district has continued to believe in them. Additionally, even more 
importantly, families have believed in them and have continued to send their children to 
them. 
As just noted, there is nothing more important in K-12 education than district 
support. A teacher is only as effective as the principal who supports them, and the principal’s 
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school is only as successful as the district that gives it funding, resources, and data. When the 
Lamar School District made changes that reflect what the teachers truly need, then the 
program thrived. When it made decisions that were narrow and reflected a singular goal, 
then the whole educational mission struggled more. Though immersion programs are 
predicated on teachers and a bottom-up philosophy, the research here reflects that top-down 
thinking often rules the day. When the district is thoughtful in its handling of teachers’ and 
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APPENDIX A: SAMPLE QUESTIONS FOR SEMI-STRUCTURED INTERVIEWS 
Administrators Interview 
1) When did the immersion programs begin in Lamar School District? 
2) Why did you set it up? Primary goals? 
3) Who was your target audience? 
4) How did the school district feel about it? Did it take persuading? 
5) How long did it take to set up? Infrastructure? 50/50 vs. 90/10 structure? Funding? 
6) How did the curriculum first get established? Materials in the target language? 
7) How did assessment get established between the target language and English? How has 
it evolved? 
8) What criteria did you have for the principals? How has this changed? 
9) How did you initially recruit teachers in the TL? 
(a) Spanish? Challenges? 
(b) Chinese? Challenges? Partners? (Confucius Institute) Expenses? Visas? 
10) How did you recruit teachers for the English-only curriculum? 
11) How did training occur? Ongoing professional development? 
12) Biggest successes of the immersion program? 
13) Biggest disappointments/failures of the immersion program? 
14) Surprises? Major changes? 
*Per the semi-structured style, the remaining will take a natural conversational flow. 
Principals/Coordinators Interview 
1) How long have you been a principal/administrator of an elementary language immersion 
program? 
2) Other than your current school, in what other immersion programs have you had a 
leadership role?  
3) Did you receive any specific training or professional development when you began as an 
immersion administrator? If so, please describe it. 
4) What would you say are your top five priorities for the school? 
5) How would you describe your leadership style? 
6) Does the immersion program require different leadership skills than a traditional 
monolingual program? Why or why not? 
7) Are there decisions you feel you have to make that may not be in the best interest of 
the immersion program? Please explain. 
8) Please describe the teacher recruitment process. 
(a) Is it easy to find teachers in the TL? 
(b) Are English-only teachers eager to be involved in an immersion program? 
(c) Extra training and professional development for both groups? 
9) What exactly was difficult about retaining immersion teachers, especially in the TL? 
10) Did you think the immersion teachers felt different stressors than monolingual teachers at 




11) How did curriculum and assessment play a different role than in a traditional academic 
program? 
12) What are some of the biggest challenges to being the principal in an immersion school? 
13) Biggest successes? 
14) Biggest disappointments/failures? 
15) Surprises? Major changes? 





APPENDIX B: TEACHER SURVEY 
Target Language Teachers 
NOTE: For this survey, the second language refers to Chinese or Spanish. 
1) I like teaching. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
2) I like working with children. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
3) I like interacting with the students’ parents/guardians. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
4) I do not feel stress from teaching in a public school. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
5) On the most part, I feel I have all of the resources/supplies that I need. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
6) I like teaching in a language immersion program. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
7) At the start of being placed in a language immersion program, I received specific 
training/professional development to help me better teach in a language immersion 
program. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
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8) Throughout my time in the immersion program, I feel that I could have used more 
professional development for a language immersion teacher. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
9) I did not completely choose on my own to teach in the immersion program. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
10) I like foreign languages. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
11) I studied a foreign language in college/university and liked it overall. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
12) I enjoy traveling to countries (or even neighborhoods/areas of this country) where 
English is not the first language. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
13) I enjoy immersing my students in another language. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
14) I enjoy introducing my students to new cultural traditions. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
15) Compared to a "traditional" program (one language), I find teaching in an immersion 
program to be more difficult and more stressful. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
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16) Minus a few exceptions, the students enter my immersion classroom with enough 
of the second language to be successful at that grade level. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
17) I have enough time every day to teach the students the second language. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
18) Minus a few exceptions, the students enter my classroom with a sufficient level in the 
content areas to be successful at that grade level. 
  1. Strongly Agree  
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
19) I have enough time every day to teach the students the content areas in the second 
language. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
20) There is sufficient assessment of the second language. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
21) I felt that we could have done things differently in the area of assessment (formative 
and summative assessments), especially between the second language and in English. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
22) There are too many competing objectives in my school’s immersion program (ex: 
language, content areas, other curricular programs). 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
23) It is difficult to find appropriate materials for lesson plans in the second language. 
  1. Strongly Agree 
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  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
24) In general, I regularly have enough instructional support within my school. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
25) I feel supported by the school district in order to fulfill the immersion objectives. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
26) The other teachers/co-teachers, instructional assistants, secretaries, and principal have 
sufficient training in immersion education to help support the mission of creating biliterate 
students. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
27) There are enough support staff, such as paraprofessionals and instructional assistants. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
28) I enjoy the experience of having a partner teacher to share the same students (morning-
afternoon switch). 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
  5. N/A (Not Applicable because I never had a partner teacher)  
29) It is more difficult to effectively cover the curriculum with a partner teacher. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
  5. N/A (Not Applicable because I never had a partner teacher) 
30) During the school year I consider leaving the immersion school where I teach. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
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31) I get so tired and frustrated that I sometimes consider leaving the teaching profession 
completely. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
32) I will likely leave teaching before reaching retirement age. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
33) Teaching in an immersion program has added to the desire to leave teaching. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
34) Teaching in an immersion program will be one of the highlights of my teaching career. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
35) I feel this a worthy program and should always be a part of the school district’s 
programming. 
  1. Strongly Agree 
  2. Agree 
  3. Disagree 
  4. Strongly Disagree 
36) What specific changes would you make to the immersion program?   
37) What are some changes that have been made that you think were positive? (either 
during, before, or after your time teaching in the immersion program)   
38) What are some specific changes that have been made that you think did not help the 
program as a whole? (either during, before, or after your time teaching in the immersion 
program) 
39) Please provide any additional comments or suggestions regarding the immersion 
programs: 
 
English-only Partner Teachers 
NOTE: For this survey, the second language refers to Chinese or Spanish. 
1) I like teaching. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree   
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_____4. Strongly Disagree  
2) I like working with children. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
3) I like interacting with the students’ parents/guardians. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
4) I do not feel stress from teaching in a public school. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
5) On the most part, I feel I have all of the resources/supplies that I need. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
6) I like teaching in a language immersion program. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
7) At the start of being placed in a language immersion program, I received specific 
training/professional development to help me better teach in a language immersion program. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
8) Throughout my time in the immersion program, I feel that I could have used more 
professional development for a language immersion teacher. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
9) I did not completely choose on my own to teach in the immersion program. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
10) I like foreign languages. 
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_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
11) I studied a foreign language in college and liked it overall. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
12) I enjoy traveling to countries (or even neighborhoods/areas of this country) where English is 
not the first language. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
13) I enjoy introducing my students to new cultural traditions. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
14) Compared to a "traditional" program (one language), I find teaching in an immersion 
program to be more difficult and more stressful. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
15) Minus a few exceptions, the students enter my classroom with a sufficient level in the 
content areas to be successful at that grade level. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
16) I have enough time every day to teach the students the content areas. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
17) I felt that we could have done things differently in the area of assessment (formative and 
summative assessments), especially between the second language and in English. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
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18) There are too many competing objectives in my school’s immersion program (ex: language, 
content areas, other curricular programs). 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
19) In general, I regularly have enough instructional support within my school. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
20) I feel supported by the school district in order to fulfill the immersion objectives. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
21) The other teachers/co-teachers, instructional assistants, secretaries, and principal have 
sufficient training in immersion education to help support the mission of creating biliterate 
students. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
22) There are enough support staff for the teachers, such as paraprofessionals and instructional 
assistants. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
23) I enjoy the experience of having a partner teacher to share the same students (morning-
afternoon switch). 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
_____5. N/A (Not Applicable because I never had a partner teacher) 
24) It is more difficult to effectively cover the curriculum with a partner teacher. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
_____5. N/A (Not Applicable because I never had a partner teacher) 
25)  During the school year I consider leaving the immersion school where I teach. 
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_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
26) I get so tired and frustrated that I sometimes consider leaving the teaching profession 
completely. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
27)  I will likely leave teaching before reaching retirement age. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
28)  Teaching in an immersion program has added to the desire to leave teaching. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
29) Teaching in an immersion program will be one of the highlights of my teaching career. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
30) I feel this a worthy program and should always be a part of the school district’s 
programming. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree  
31) I feel that I am contributing to the second language success of my students. 
_____1. Strongly Agree 
_____2. Agree 
_____3. Disagree  
_____4. Strongly Disagree 
32) What specific changes would you make to the immersion program?  
33) What are some changes that have been made that you think were positive? (either during, 
before, or after your time teaching in the immersion program)  
34) What are some specific changes that have been made that you think did not help the program 
as a whole? (either during, before, or after your time teaching in the immersion program)    
35) Please provide any additional comments or suggestions regarding the immersion programs:   
 
